Disambiguating recasts with enhanced-salience in task-based interaction. by Kong, Ying Yuk. & Chinese University of Hong Kong Graduate School. Division of English.




A Thesis Submitted in Partial Fulfillment 
of the Requirements for the Degree of 
Master of Philosophy 
in 
English (Applied English Linguistics) 
• The Chinese University of Hong Kong 
September 2008 
The Chinese University of Hong Kong holds the copyright of this thesis. Any person 
(s) intending to use a part or whole of the materials in the thesis in a proposed 
publication must seek copyright release from the Dean of the Graduate School. 
h m iwf sfljgj 
Disambiguating Recasts i 
ABSTRACT 
The current study aims at examining the relative impacts of salient recasts and 
non-salient recasts on learners' L2 advancement in the developmental stage of 
question formation and the relationship between learners' responses and L2 
development. Fifty-five 13-yaer-old students were recruited from two local secondary 
schools. They were divided randomly into the salient recast group and the non-salient 
recast group, in which salient recast stands for recasts with stress and intonation. 
Each participant received a pre-test, followed by three treatment sessions in three 
consecutive weeks. During the treatment sessions, participants in the salient recast 
group received enhanced salient recasts whereas the non-salient recast group received 
regular recasts when they made mistakes. After that, an immediate post-test and a 
two-week delayed post-test were carried out to examine whether the participants show 
any advancement. 
It was found from the current study that both salient and non-salient recasts 
helped with L2 advancement, but the impact of the salient recasts were relatively 
stronger. There was no significant difference in the rate of 'uptake' between the two 
groups. Generally, there is significant correlation between the mean rate of ‘uptake’ 
and the mean rate of improvement. However, these correlations were only limited to 
the non-salient recast group. Lastly, the effect of both types of recasts on L2 
advancement was significantly long-lasting. However, the sustainbility of the effect of 
the salient recast group was greater when compared the results between the post-test 
and the delayed post-test. 
Responding to the main skeptics of the role of recasts in SLA, which are the 
ambiguity and the low uptake rate of recasts, this study was conducted to show 
salience recasts could help solve the problems of ambiguity of recasts during 
task-based interaction. Moreover, the relationship of learners' responses and the rate 
of advancement were also examined and it was found that the rate of learns’ responses 
does not necessarily play a crucial factor in L2 development. 
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Over the last few years, there has been an urge for a move towards 
task-based approaches in teaching, which emphasize being able to communicate in 
context and de-prioritize traditional grammar teaching. Many theoretical and 
empirical studies (Doughty and Varela, 1998; Ellis, 2001; Long, 1988a, 1991; Long & 
Crookes, 1992; Long & Robinson，1998;) involving instructed second language 
acquisition (SLA) have provided clear evidence that learners benefit from the focus 
on linguistic form during meaning-focused communication. One of the ways that 
focus on form may be attempted is through the provision of implicit negative 
feedback during the interaction between teachers and learners (Long & Robinson, 
1998). In fact, when teachers conduct communicative tasks in the classroom, 
interactional moves between students and teachers will frequently appear in 
conversations. These interactional moves usually consist of corrective feedback that 
directs attention to learners' erroneous utterances. In recent years, there have been a 
considerable number of theoretical and empirical researches (Doughty & Varela，1998; 
Ellis et al，2006; Han, 2001; Long et al, 1998; Iwashita, 2003; Leeman, 2003; Loewen 
and Philp, 2006; Mackey and Philp, 1998) in SLA involving the examination of the 
characteristics and effectiveness of corrective feedback. Among so many types of 
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corrective feedback, the significant role played by implicit negative feedback in the 
form of corrective recasts draws a growing attention among the majority of 
researchers in SLA. If recasts can be shown to be efficient, teachers in task-based, 
content-based, or immersion classrooms may have an ideal option to correct students' 
errors because recasts provide reformulation of student' errors without disrupting the 
natural flow of the conversation. 
Many studies (Doughty & Varela，1998; Han, 2001; Long et al，1998; Iwashita, 
2003; Leeman, 2003; Loewen and Philp，2006; Mackey and Philp，1998) have shown 
the positive impact of recasts on L2 development. However, other research (Lyster, 
1997，1998，2002) has also expressed strong reservations about the acquisitional 
potential of recasts due to their ambiguity and low rate of uptake. Therefore, research 
is urgently needed to examine not only on whether recasts can promote L2 
development, but also on in what ways recasts can be more effective. In the current 
study, I am going to explore whether the effectiveness of recasts on L2 advancement 
can be maximized by enhancing their saliency，and I am going to compare whether 
different levels of saliency of recasts affects students' ways of responses. 
There are altogether seven chapters in this thesis. Chapter One serves as an 
introductory chapter which examines the research background of the current study. 
Chapter Two provides a detailed literature review on corrective feedback in SLA. 
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Special focus is given to the role of recasts in SLA, the issue of recasts and their 
saliency as well as the notion of leamanability. Research questions of the current 
study are proposed by the end of this chapter. Chapter Three provides a full picture of 
the instrumentation of the current research. The detailed statistical results and 
interpretations of the research findings will be provided in Chapters 4 and 5, and 
finally, pedagogical implications and the limitations of the current study will be 






There are altogether 9 sections in this chapter. Section 2.1 serves as an 
introductory paragraph. In Section 2.2，empirical research and theoretical articles 
about different types of corrective feedback and their respective effectiveness on L2 
acquisition are firstly discussed. Afterwards, recasts become the main focus of the 
discussion in terms of the controversy of its definition and its effectiveness on L2 
development in Sections 2.3，2.4 and 2.5. As salient recasts were adopted in the 
current study to explore the impact of the saliency of recasts on drawing students' 
attention to the target structure, sections 2.6 and 2.7 are devoted to the discussion 
about the detailed concepts regarding recasts and their saliency as well as the 
importance of learners' 'noticing' of the linguistic input. After that, the notion of 
leamability is also brought to discussion in Section 2.8，which was a very important 
concept incorporated into the research design of the current study, and was involved 
adopting the six developmental stages of question formation proposed by 
Pienemann's Processability Theory (PT) (Pienemann, 1984，1989). Finally, the results 
and limitations of the pilot study which was conducted earlier are explored in Section 
2.9. Last but not least, all the literature review and the pilot study leads to the 
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Statement of the research questions, which are given in Section 2.9. 
2.2 Corrective Feedback 
In the following section, corrective feedback will be discussed in details in terms 
of how it is derived from the concept of Focus on Form (FonF), its different forms 
appeared during task-based conversations, as well as the different effects it has 
brought to SLA as shown in several empirical studies in the last decade. 
2.2,1 Focus on Form (FonF) 
Over the past few years, the common approach to language teaching, Focus on 
Forms (FonFs), has guided teachers and syllabus designers to firstly analyze the target 
language, break it down into smaller units such as words, phrases, grammar rules, 
syntactic structures, and then present them in sequence as models to the L2 learners so 
that "the whole acquisitional process is a process of gradual accumulation of parts 
until the whole structure of language has been built up’，(Wilkins, 1976: 2). However, 
a growing consensus that traditional teaching approaches are not working advocates a 
new teaching approach of focus on meaning, which claims that "learning an 12 
incidentally or implicitly from ample exposure to comprehensible input is sufficient 
for SLA" (Long and Robinson, 1998: 23). Such a focus on meaning of L2 teaching 
approach, however, creates some opposition in the SLA literature. First, a growing 
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amount of evidence (Harley and Swain, 1984; Long, 1997a; Pavesi, 1986; Schmidt, 
1983, and Swain, 1991a) shows that adults may become fluent L2 learners, but not 
native-like, despite the prolonged exposure to comprehensible L2 input. Secondly, 
when meanings are the only main focus during task-based interaction between 
teachers and learners, some grammatical errors induced by the learners may be easily 
ignored or even accepted by the teachers, which leaves learners unaware of the 
existence of their own errors. 
Maybe neither FonFs nor Focus on meaning is sufficient and efficient for 
successful language learning (Long & Robinson, 1998) Another concept of language 
teaching, the 'Interactional Hypothesis' was proposed (Long, 1988a, 1991; Long & 
Crookes, 1992), which asserts that SLA is a process that cannot be accounted for by 
neither purely linguistic nativist nor positive evidence. Such an approach to account 
for SLA motivates the concept of Focus on Form (FonF), which refers to “how focal 
attentional resources are allocated... and it consists of an occasional shift of attention 
to linguistic code features - by the teacher or one or more students - triggered by 
perceived problems with comprehension or production" (Long & Robinson, 1998: 
23). 
There are many ways in which FonF can be provided to learners during 
task-based conversations. One of the ways that may be often attempted is through the 
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provision of corrective feedback - a term often used in language teaching to imply any 
external feedback given to L2 learners to indicate learners' non-target-like use of the 
target language (Schachter, 1991) - provided by teachers to students during 
communicative language tasks. Through providing the corrective feedback, learners 
can be aware of the errors they have generated, but at the same time, the flow of the 
conversation is still retained. 
2,2.2 Different Forms of Corrective Feedback 
Corrective feedback can range from explicit to implicit. Explicit corrective 
feedback provides learners with a grammatical explanation or overt error correction 
(e.g. grammatical explanation or oral correction), which is shown clearly in the 
example below: 
Example 2,1 
NNS: I like go shopping after school. 
NS: What do you have to use after 'like'? It should be a 'Gerund', right? (Explicit 
overt grammar explanation) 
NNS: Yes.. .1 like going shopping after school. 
By contrast, implicit corrective feedback may include recasts, confirmation 
checks, clarification requests, repetitions, and even paralinguistic signs such as facial 
expressions, which indirectly convey L2 learners a message about their 





NNS: I...I goed swimming yesterday. 
NS: I went swimming yesterday. 
Confirmation checks: 
NNs: There are 1000 pu.. .puples in my school. 
NS: There are 1000 people in your school? 
NNs: No.. .how to say ‘pupil’ (in Chinese) in English? 
NS: Pupils 
NNS: There are 1000 pupils in my school. 
Clarification Requests: 
NNS: There is a water fountain next to a person. 
NS: 0，the water fountain is next to a person? 
2,2.3 The Role of Corrective Feedback in SLA 
In the past, the role of corrective feedback was de-emphasized or even deemed as 
detrimental by different fields of researchers in the SLA literature. For example, 
Nativists (Cook, 1991; Schwartz, 1993) believe that corrective feedback has only little 
impact on L2 development. They claim that the human innate mechanism, together 
with positive evidence, is adequate to help learners to acquire the target language. 
Besides, Krashen (1982，1985) also denies any potential benefits of recasts on SLA. 
In his Input Hypothesis (1982，1985), Krashen asserts that the only way for one to 
acquire language is to be exposed to comprehensible input. If the input contains forms 
and structures just beyond the learner's current level of competence in the language, 
then both comprehension and acquisition will occur. Therefore, not only does he deny 
the role of corrective feedback in L2 acquisition, he even considers the feedback as 
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potentially harmful because it interrupts the flow of discourse that can provide 
comprehensible input. 
Although the impact of corrective feedback on SLA has been devalued by some 
nativists based on their strong belief that prolonged exposure to positive evidence is 
the most efficient and the only driving force behind SLA, other researches have 
shown that positive evidence alone may not be adequate enough to account for SLA. 
In some studies on French immersion courses (Harley, 1989, 1992，1993; Harley and 
Swain, 1984; Swain, 1984，1991a; Swain and Carroll, 1987)，learners received plenty 
of comprehensible input, but still failed to achieve high levels of grammatical 
accuracy. Such kinds of results might show that comprehensible input is necessary but 
not sufficient for learners' L2 development (Swain 1984，1995). Swain (1995), in her 
Output hypothesis, claims that output is also important for L2 development because it 
may help learners notice a gap between what they want to say and what they can say, 
and she also recognizes the importance of corrective feedback in SLA. Similar 
supportive claims are also provided by Schmidt (1990，1995, 2001), who suggests that 
learners must pay attention to the features of the input consciously in order to proceed 
in L2 learning, and therefore, corrective feedback plays a facilitative role in language 
learning since it can stimulate learners to notice the gap between their inter-language 
(IL) and target language (TL). Furthermore, Long's Interactional Hypothesis (Long, 
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1988a, 1991; Long & Crookes，1992) also adds in some more values to the role of 
corrective feedback in SLA. He claims that "negotiation of meaning, (which often 
elicits recasts), connects input, internal learner capacities, particularly selective 
attention, and output in productive ways" (Long, 1996，p. 451-452). 
Some descriptive studies (Oliver, 1995, 2000) have been conducted to show the 
existence, use, and usability of corrective feedback in SLA. For example, Oliver 
(1995) examined whether or not native speaking (NS) children provided non-native 
speaking (NNS) children with any feedback during their conversation, and found that 
NSs responded to their NNSs counterpart's erroneous utterances with negative 
feedback in 61 percentages of instances. In her more recent study (2000)，Oliver 
compared the existence and the use of negative feedback in both teacher-fronted 
classrooms and peer-pair work settings, and showed that feedback was frequently and 
consistently provided and incorporated into the learner's subsequent output as well. 
Besides the demonstration of the availability and usability of corrective feedback, 
several experimental studies (Doughty & Varela，1998; Ellis et al, 2006; Han, 2001; 
Long et al, 1998; Iwashita, 2003; Leeman, 2003; Loewen and Philp, 2006; Mackey 
and Philp, 1998) have also been conducted to demonstrate the facilitative role of 
corrective feedback in L2 development. Table 2.1 below summarizes the experimental 
studies from 1998 to 2006 which examined the effects of corrective feedback on L2 
10 
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development. For instance, Doughty and Varela (1998) successfully demonstrated that 
the focused recast group outperformed the control group in language performance. 
Long et al (1998) compared the relative effects of recasts and models on language 
development, and they found that recasts were more effective than models in 
achieving short-term improvements on a previously unknown L2 structure. Mackey et 
al (1998) also showed the positive impact on L2 development of the recast group over 
the non-recast group. Leeman (2003) has also demonstrated the effectiveness of 
recasts in learning Spanish agreements by revealing that the recast group significantly 
outperformed the negative evidence and the control groups in her study. Iwashita 
(2003) compared the effects of different interactional moves such as recasts, 
negotiation moves (confirmation check, clarification request) and models on L2 
development, and she showed that recasts have larger impact than other 
conversational moves on short-term L2 development. Han (2002) also showed that 
recasts led to considerably greater improvement in learners' tense consistency in both 
oral and written performance than the non-recast group. Loewen and Philp (2006) 
also recoded an improved accuracy rate in the post-tests after they received recasts, 
elicitation and meta-linguistic feedback during the course. Ellis et al (2006); on the 
other hand, showed that the recasts group outperformed the meta-linguistic 




















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































As shown in the previous section, it is quite evident that corrective feedback 
plays a facilitative role in L2 learning when compared to the control groups that did 
not receive any feedback. Interestingly, most empirical studies which were conducted 
to examine the effect of corrective feedback on L2 development involved adopting 
recasts as one of the factor groups, which appears commonly as a type of implicit 
negative feedback during the interactions between the native speakers / teachers / 
researchers and the non-native speakers / students/ participants. In the remaining part 
of this chapter, recasts will become the main focus of the discussion. 
2.3 Interaction and Language Development 
SLA researchers suggest that interaction provides learners with opportunities to 
process the form / meaning relationships since they are engaged in the complicated 
input and output processes during the exchange of information (Mackey 2007). In fact, 
experimental study has been carried out by Mackey (1999)，which revealed that there 
is a positive link between interaction and grammar development and highlighted the 
importance of active participation in the interaction. In this section, the relationship 
between input and language development as well as the relationship between output 
and SLA during interaction is explored. 
16 
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2.3.1 Input during Interaction and SLA 
Theoretical work in SLA supports the claim that feedback on the utterances 
provided to learners is an important beneficial element of interaction (Mackey 2007). 
As mentioned, feedback can be positive and negative, and it can be more explicit and 
less explicit (i.e. implicit). Negative feedback refers to "information that informs 
learners that their utterances were problematic" (Mackey, 2007: 92). Through 
negative feedback, learners receive information about the accuracy, communicative 
success, or content of their utterances, as well as providing learners with additional 
opportunities to focus on their production and comprehension (Mackey, 2007). One of 
the most common utilized implicit negative feedback that occur during interaction is 
recast, which is explored in details in the next session. 
2.3.2 Output during Interaction and SLA 
During interaction, feedback is always given to learners to inform them whether 
their production was problematic, and learners usually modify their utterances 
subsequently after receiving feedback. Two types of output are recorded in the SLA 
literature: modified output and unmodified output. 
Example 2. ? 
Learner 1: In front of library, turn another side from grocery store 
Learner 2: Which side from the grocery? 
Learner 1: Ah, er turn to the left side (Modified Output) 
Learner 2: Ok turn left, I did it, now which way to turn? 




Learner 1: But he go to school yesterday. 
Teacher: He go? 
Learner 2: He go to school yesterday. (Unmodified Output) 
In example 2.3.1，learners reformulate her initial utterance to a more target-like 
output after receiving feedback while learner in example 2.3.2 repeated his initial 
utterance without any target-like modifications. It is said that "modified output may 
be developmentally useful because of the role it plays in promoting learner awareness 
of form, encouraging learners to pay attention to L2 grammar" (Mackey, 2007: 93). 
Although learners' failing to produce modified output indicates that learners may not 
perceive the target structures and may not be at the correct developmental level to 
reformulate their utterances, it is possible that there is some sort of changes in their 
underlying interlanguage system even when there are no immediate surface changes 
in the learners' production (Mackey, 2007). In fact, learner's immediate output after 
receiving feedback is explored by Lyster (1997，1998 and 2002) in details, and 
learners' immediate responses to feedback are subcategorized in many different forms 
of 'uptake', which is discussed in Section 2. 6 in great details. 
18 
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2.4 Definition (s) of Recasts 
Many SLA researchers have endeavored to provide a definition of recasts. In this 
section, a general overview of the different definitions of recasts made by different 
scholars will be provided. 
2,4.1 Long's Definition of Recasts (2007) 
In his latest article “Recasts in SLA: They Story so Far" (2007), Long defines a 
corrective recast as: 
“a reformulation of all or part of a learner's immediately preceding utterance in 
which one or more non-target-like item is are replaced by the corresponding 
target language form (s)，and where, throughout the exchange, the focus of the 
interlocutor is on meaning, not language as object" (Long, 2007: 77). 
Example 2.5: 
NS: Where did you go yesterday? 
NNS: I goed to Repulse Bay. 
NS: You went to Repulse Bay? You went there for swimming? 
NNS: Yeah. 
In Example 2.5, the learner mistakenly provides a regular past tense of ‘go，by 
simply adding ‘-ed，； the interlocutor then immediately provides the reformulation 
‘went’ in the following utterance. During the conversation, the flow of meaning is not 
disrupted while the target-like structure is at the same time provided to the learner. 
19 
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2,4.2 Other Forms of Recasts Recorded in Classroom Settings 
However, there is not only one definition of recasts as provided by Long (2007). 
Nicholas et al (2001) conducted a review of recast literature and found that 
definitional differences exist in different classroom settings. For example, the 
corrective recasts in Doughty and Varela's study (1998) contained two moves: a 
teacher repetition and emphasis placed on the learner's error, and a reformulation of 
the complete learner utterance. 
Example 2.6 (Dou2htv and Varela, 1998:124): 
L: I think that the worm will go under the soil. 
T: I think that the worm will go under the soil? 
L: (no response). 
T: I thought that the worm would go under the soil. 
L: I thought that the worm would go under the soil 
The review also demonstrated a kind of partial recasts, in which only part of the 
erroneous utterance is repeated (Example 2.6) as well as multiple recasts (Example 
2.7)： 
Example 17: 
L: Tom is more clever than John. 
T: is clever. 
Example 2.S: 
L: My height is rather shorter. 




These definitional differences make it difficult to compare the results of the 
different studies as they are indeed looking at recasts through very different 
approaches (Ellis, 2006: 578), which arouses our concern about the methodological 
issue when we examine recasts in the SLA literature. The different approaches of 
delivering recasts by the interlocutors or teachers also lead to the ambiguity of the role 
of recasts in L2 acquisition, which is further discussed in Section 2.5. 
2.5 The Supporting Side FOR the Role of Recasts in SLA 
Many researchers recognize the positive role played by recasts in SLA. In this 
section, a brief account of their supporting claims is being reviewed: 
2,5,1, High Frequency of Occurrence 
When talking about the role of corrective feedback in SLA, it is important to 
show that the feedback does occur (existence) and is used (usability) by teachers or 
native speakers during conversation. There are many classroom observational studies 
that have shown recasts do exist in conversations between teachers and students, and 
that the frequency of recasts used by the teachers is indeed very high. For example, 
Morris (2002) h as revealed that of the 106 feedback moves provided by the teacher in 
that study, 68 percentages were recasts and 32 percentages were other negotiation 
moves，which echoed the findings of Lyster (1998a), in which grammatical errors 
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generated 72 percentages of recasts and 27 percentage of other negotiation moves, 
whereas phonological errors elicited 64 percentages of recasts and 23 percentages of 
other negotiation moves. In fact, even outside the classroom, other experimental 
studies have also shown that recasts actually occur in NS-NNS conversations. For 
example, Richardson (1995) found that NSs provided recasts to 54 percentage of 
ungrammatical utterances of NNSs. Braidi (2002) also found that approximately one 
third of recasts were used by NNSs. The high occurrence frequency of recasts 
provides of these observational studies provides very strong evidence that recasts are 
available and used by teachers and native speakers. 
2,5,2. Increase Learners ‘ Noticing 
Nativists (Cook, 1991; Schwartz, 1993) have long argued that positive evidence 
is already enough for promoting L2 development. However, some critics claim that 
positive evidence such as models simply provides instances of what is acceptable in 
the target language, and is therefore not enough to provide positive evidence only for 
L2 development (Long, 2007). Recasts, on the other hand, simultaneously provide 
information about what is and what is not acceptable as the incorrect and correct 
utterances are juxtaposed, which allows the learners to compare the two forms side by 
side (Long, 2007)，and might play a more significant role in SLA than models. During 
the task-based interaction, learners might have the context, or conventional 
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knowledge already to help them understand at least part of the message; therefore, 
they should have additional freed-up attentional resources to the form of recasts 
provided and to the form-function mapping, which certainly facilitates noticing of any 
new linguistics information in the input. 
2.5,3. Empirical Support 
Many studies (Doughty and Varela, 1998; Han 2002; Iwashita，2003; Long et al， 
1998; Leman, 2003; Loewen and Philp, 2006; Mackey 1999 and 2006; Mackey and 
Philp, 1998;) have successfully demonstrated the positive impact of recasts on L2 
development (See Table 2.1)，although Ellis et al's (2006) study showed an 
unfavorable result of recasts over explicit feedback of the participants' performance in 
grammaticality judgment tests. 
2,6, The Opposing Side AGAINST the Role of Recasts in SLA 
Although a number of researches support for the positive role of recasts in SLA, 
some are quite skeptical about its effectiveness on SLA due to the following two main 
reasons: First, recasts are often perceived as ambigious input for learners, and second, 
recasts seem to elicit low rate of uptake from learners. 
2* 6.1 Recasts and its Ambiguity 
Despite the fact that many studies have supported the positive effect of recasts on 
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L2 development, others have argued against the role of recasts due to their ambiguity 
during communicative tasks. Lyster (1998) has conducted a study to examine the role 
of recasts in communicative classroom discourse. The coded data revealed that recasts 
appeared in many different forms. For example: 
Example 2.9: 
An isolated declarative recast 
NNS: Before someone will take it. 
NS: Before someone takes it. 
An isolated interrogative recast 
NNS: They think that, that he's a prisoner (feminine) 
NS: Prisoner (masculine) 
An incorporated declarative recast 
NNS: Or a (une) boat 
NS: Yes, that's true that it could be a (un) boat, but they are giving addresses... 
An incorporated interrogative recast 
NNS: It change colour 
NS: Why does it change colour? 
Lyster (1998) also revealed that recasts and non-corrective repetitions fulfilled 
identical functions, and teachers showed approval of the content of learners' 
utterances by using positive evidence, recasts, non-corrective repetitions, and 
topic-continuation moves in equal proportions. Lyster therefore argued that the 
corrective role of recasts is too ambiguous for learners, and there is a teaching 
dilemma for teachers of how to reinforce substantial content of student messages 
while giving them clear messages about language form at the same time. 
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However, in the latest review of the role of recasts in SLA, Long (2007) claimed 
that "subtle prosodic and extra-linguistics cues, such as facial expressions help with 
disambiguation" (p. 96-97). Long also suggested that “focused recasts --- consistent, 
intensive, addresses fewer targets and targets that are in intonational focus, perhaps 
alert students to their intended corrective rather than purely confirmatory function" (p. 
97). 
In fact，Doughty and Varela (1998) have also examined the effectiveness of 
'focused recasts' in their experimental study, and they successfully showed that the 
focused recasts group significantly outperformed the control group in language 
performance. However, Doughty et al have not included a non-focused recasts group 
in their study to compare the relative effectiveness of the focused- and non-focused 
recasts for language development. In other words, the study does not explore the 
different effectiveness of different saliency of recasts for language development. 
2.6.2 Recasts，Repair and Uptake 
It has been suggested that one way that signifies the leaners' noticing of recasts is 
by measuring learners' responses to recasts, that is, uptake (Lyster, 1998; Lyster and 
Ranta, 1997; Panova and Lyster, 2002). According to Lyster (2002)，uptake refers to 
‘‘a student utterance that immediately follows the teacher's feedback and that 
constitutes a reaction in some way to teacher's intention to draw attention to some 
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aspect of the student's initial utterance" (Lyster, 2002: 585)，and uptake does not 
occur if the feedback is not verbally acknowledged and noticed, if noticing is 
measured by the presence of students' response (Lyster, 1998). 
Two obvious ways that can represent students' uptake are ‘repair，and 
'Needs-repair'. 'Repairs' refer to "the correct reformulation of an error as uttered in a 
single turn ad not to the sequence of turns resulting in the correct reformulation; nor 
does it refer to self-initiated repair" (Lyster, 2002: 585). Usually, repairs after recasts 
appear in the form of repetition or incorporation (Lyster, 2002: 585). For example: 
Example 2.10: 
NNS: Yes, I have to find the answer on the book. 
NS: In the book. (Recast) 
NNS: In the book (Repetition / Repair) 
NNS: Eh.. .Kaii convention (phonological error …stress) 
NS: What kind of convention? (Recast) 
NNS: Kaii convention ... eh." some people (recast / incorporation). 
On the other hand, Lyster recorded needs-repairs as having 6 sub-categories: 




NNS: yeah and they're eat lunch 
NS: Yes, and they're eating lunch (recast) 
NNS: Yes! (acknowledgement) 
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Different Error ('Modify'as named by Mackey & Philp，1998): 
NNS: What what thinking? 
NS: What does she think? (recast) 
NNS: What does she thinking? (different error) 
Surprisingly, Lyster (1997，1998 a, b, and 2002) has shown that learners elicited 
relatively few instances of immediate uptake despite the high rate of utility of recasts 
by teachers in language learning classrooms, thus casting doubt on whether recasts 
can really help students notice their non-target like structures which are being recast 
during the communicative tasks. 
However, using successful uptake as a measure of effectiveness of recasts is 
problematic. First, Lyster et al did not employ pre- and post-tests design, and 
successful uptake alone definitely could not reflect learners' acquisitional level of the 
new knowledge Long (2007). Second, learners' responses require neither repair nor 
self-repair only, as the ways of responses given by different learners can vary 
considerably. For example, it is revealed that some school settings reported low rates 
of repairs (Lyster and Ranta, 1887) while the conversations between adults and young 
children reported a higher rate of repairs (Braidi, 2002, Oliver, 1995). In fact, in 
reference to Oliver (1995) and Braidi's (2002) studies, Long (2007) also claimed that 
"immediate incorporation is always impossible because teachers always left no 
chance for learners to respond" (p. 98). Moreover, there are actually a lot of 
paralinguistic signs such as nodding heads or puzzling looks which may also possibly 
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imply uptake. Lastly, correlation between the frequency of repair and the 
improvement in SLA can be one effective way to explore the role of repairs in 
reflecting the acquisitonal potential of recasts; however, there were only limited 
amount of studies (Mackey & Philip，1998; Nabel & Swain，2002) examining the 
correlation in this regard (Ellis, 2006). 
2.6.3 Summary 
As reviewed in Sections 2.4 and 2.5，researchers who support the role of recasts 
in SLA do so mainly on the ground of the frequent occurrence of recasts during 
task-based interaction, the theoretical claim of recasts being able to arouse learners' 
noticing, as well as the empirical support that recasts did help learners improve in 
their language performance in the post tests. On the other hand, the major skeptics 
about the effectiveness of recasts on SLA are mainly concerned with its ambiguous 
function and the small amount of empirical evidence of learners' successful uptake of 
recasts. However, with the use of enhanced salience recasts of the target structure, the 
ambiguity of the role of recasts can be partially solved. The issue of recasts and their 
saliency is discussed in the next section. 
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2.7 Recasts and Saliency 
As mentioned before, recasts are always regarded as providing mainly implicit 
negative evidence to L2 learners in the SLA literature. However, the operational role 
of recasts is actually quite ambiguous. The following section is going to explore how 
recasts can be disambiguated by enhancing their saliency, and discuss what prior 
studies have been conducted to show the facilitative role of salient recasts in SLA. 
么 7.1 General Overview of the Forms of Recasts in the Previous Studies 
Prior studies (Mackey & Philip，2003; Han, 2002; Iwashita, 2003; Long, 1998) 
showed that recasts play a facilitative role in L2 development. Most of them assumed 
recasts provide implicit negative evidence in the very first place and so, they have not 
isolated negative evidence as an independent variable. Some researchers also claim 
that recasts also provide positive evidence as they provide learners with immediate 
reformulations after non-target utterances without a communication breakdown in 
most cases. Others even suggest that recasts can affect the salience of target linguistic 
forms since "the salience of the different element is enhanced when two slightly 
different utterances are juxtaposed" (Leeman, 2003: 45). However, only a few studies 
in the SLA literature take into consideration the enhanced salience of positive 
evidence in the role of L2 development. Although some studies (Alanen, 1995; 
Robinson 1996) successfully showed that the exposure to enhanced input promoted 
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greater noticing or development for target forms, the overall result of whether 
enhanced input promoted L2 acquisition is still inconclusive, and the effects of 
artificially enhancing the salience of forms in oral input have even not been 
investigated before. 
In the following sections (Sections 2.6.2，2.6.3，2.6.4)，prior studies which have 
been conducted to examine the facilitative role of recasts with enhanced saliency in 
SLA are brought to discussion. 
2.7,2 Doughty and Varela (1998) 
In order to investigate whether task-natural and focused recasts would be feasible 
and effective on language advancement in a communicative classroom setting, 
Doughty and Varela formed a research team and carried out a classroom research in a 
Science classroom setting for six consecutive weeks. In their study, thirty-four middle 
school students at an intermediate ESL levels were placed in mainstream science 
classes and asked to write and orally present the experimental reports. During this, 
focused recasts were delivered to the incorrect uses of simple past references and 




Student: I think that the worm will go under the soil. 
Teacher: I think that the worm will go under the soil? 
Student: (no response) 
Teacher: I though that the worm would go under the soil. 
Student: I thought that the worm would go under the soil. 
It was found that the focused recast group outperformed the control group 
significantly in both the oral and written reports, which provides supporting evidence 
for the acquisitional potential of focused recasts, and suggested one effective way to 
disambiguate the role of recasts during classroom conversation. However, as 
mentioned in 2.5.1，Doughty et al (1998) did not incorporate the idea of different 
saliency of recasts when they conducted the study, and so did not include a 
non-focused recasts group in their study to compare the relative effectiveness of the 
focused- and non-focused recasts on language development, which failed to explore 
the different effectiveness of different saliency of recasts on language development. 
2.7.3 Leeman (2003) 
Leeman (2003) conducted a study to investigate the effects of enhanced salience 
of positive evidence on L2 development and the relationship between the operational 
role of recasts and saliency. In her study, Leeman separated recasts, negative evidence, 
control, and enhanced salience of positive evidence one of the possible elements of 
recasts which had not been explored in great details in previous studies as four 
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independent variables. Participants of L2 learners of Spanish were separated into four 
different treatment groups to receive the four different kinds of feedback. After that, 
an immediate post-test and a delayed post-test were conducted to test whether there 
were any significant differences in language performance on gender- and 
number-agreement between participants in different treatment groups. 
The immediate post-tests showed that a significant positive impact on L2 
development was found for exposure to recasts and to enhanced salience of positive 
evidence but not for exposure to negative evidence, and more importantly, the benefits 
of exposure to enhanced salience were equivalent to those associated with exposure to 
recasts. From this result, Leeman therefore argued that the implicit negative evidence 
provided by recasts may not be the crucial factor for the benefits of recasts in 
promoting L2 development; rather, it may be the enhanced salience of positive 
evidence that contributes mainly to the utility of recasts. 
Although the findings of Leeman's study sounds quite assertive, it cannot be 
regarded that the operational role of all recasts as positive evidence only for several 
reasons: 
First，the recasts used by Leeman had not been modified or controlled in any 
sense that could strongly guarantee their enhanced nature to different participants; in 
other words, their degree of salience might still be affected by the different attentional 
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capacity and differences in perceptions of individual learners. This problem could 
have been solved partially by the employment of interviewing the participants about 
their thinking process after the study; however, Leeman did not include any 
interviews with the participants, so there was no clear evidence to show whether 
recasts were perceived as salient or not in this study. 
Second, Leeman proposed that recasts consisted of 'enhanced salience of 
positive evidence' without explaining why enhanced salience must be in line with 
positive evidence. As recasts contain both positive and negative evidence, the 
juxtaposition of recasts and non-target utterances might not only induce an enhanced 
effect on the positive evidence only, but it might also enhance the learner's perception 
of the negative side (provided with the condition that the learners are able to be aware 
of the enhanced salience of the input). In fact, if the recasts are expressed in much 
more explicit ways such as added by stress and intonation, the corrective force of 
recasts may become more salient as well. 
Lastly, recasts appear in many different forms. Some recasts may appear as the 
ones adopted by Leeman, but some may be like the 'focused recasts' adopted in 
Doughty and Varela's study (1998). And these different forms of recasts may lead to 
different extend of saliency of recasts, thus leading to different extent of L2 
advancement. However, neither Leeman's (2003) nor Doughty and Varela's (1998) 
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Study has investigated the different impact of recasts with different saliency. 
Z 7,4 Loewen and Philp (2006) 
Both Doughty et al，s (1998) and Leeman's (2003) study did not take into 
consideration of different characteristics, or at least, different saliency of recasts. On 
the other hand, Loewen & Philp (2006) have conducted a study to examine how the 
different characteristics of recasts affected their corrective purpose. In their study, 
they observed twelve adult English second language classrooms throughout 17 hours 
of meaning-based interaction, and they found that recasts, when compared to 
elicitation and metalinguistic feedback, were more widely used, and helped learners 
scored 53 percentage of the accuracy rate in the immediate post-test. They also found 
that recasts with stress, declarative intonation, one change and multiple feedback 
moves elicited successful uptake, which was represented by students' responses to 
recasts such as repairs or incorporation, whereas interrogative intonation, shortened 
length, and one change led to higher test scores in the post-test, which suggested that 
recasts vary in implicitness and that these differences may have an impact on their 
effectiveness, both in terms of learner's successful uptake and subsequent 
acquisitional potential. Moreover, the ambiguity of recasts in greatly reduced by the 




To conclude, different kinds of recasts have been adopted in different studies. 
However, most of the studies (Doughty and Varela, 1998; Leeman, 2003) have not 
incorporated recasts with different saliency to explore their respective effectiveness 
on successful uptake and L2 advancement. Loewen and Philp (2006) were successful 
in showing that different characteristics of recasts induce different effectiveness and 
L2 advancement. In fact, saliency of recast, uptake, and 12 acquisitional potential of 
recasts are actually highly related to learners' noticing of recasts. In view of this, the 
concept of "Noticing Hypothesis" (Schmidt, 1990，1995) is discussed in the next 
session. 
2.8 Noticing and SLA 
During L2 learning, linguistic input (whether it is positive or negative) is often 
given to L2 learners. However, whether this input can be converted into uptake 
depends greatly on whether learners have been paying attention to this input. 
Furthermore, attention consists of different levels: some learners may just simply 
notice the surface structures of the instances without understanding. In this section, 
the concept of 'noticing' in SLA is firstly discussed. Then several techniques for 
operationalizing 'noticing' are provided together with their potential limitations. 
35 
Disambiguating Recasts 
Lastly, as mentioned at the end of the last session, how noticing is related to the main 
focus of the current study, enhanced saliency of recasts and uptake of recasts, is also 
brought to discussion in Section 2.7.3. 
2,8,1 Attention, Noticing and Understanding 
In the SLA literature, researchers (Robinson, 1995, 2003; Schmidt, 1990，1995; 
Tomlin and Villa 1994) have found that attention to input is essential for storage and a 
necessary precursor to hypothesis formation and testing. Arising from these 
approaches is the idea that L2 learners process target language input in ways that are 
determined by general cognitive factors including perceptual salience, frequency, the 
continuity of elements and other factors that determine whether or not attention is 
drawn to them (Slobin，1985; Towell & Hawkins，1994). It has also been pointed out 
that attention is what allows speakers to become aware of a mismatch or gap between 
what they can produce and what they need to produce, as well as between what they 
produce and what proficient target language speakers produce (R. Ellis, 1994a; Gass， 
1988; Schmidt & Frota，1986; Swain, 1993，1995). 
The role of attention in selecting input as intake for L2 learning has been a 
controversial issue. Krashen (1985, 1994) has argued that adult learners can access 
unconscious processes and innate mechanisms that guide LI acquisition, and that 
conscious learning does not playing a significant role in promoting learners' ability to 
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leam and use of L2 in communication. However, having plenty exposure to positive 
input alone is not the only crucial element of successful SLA, as Canadian immersion 
classrooms often leads to levels of high comprehension ability and fluency, but poor 
accuracy in production (Harley & Swain, 1984). This may be due to the fact that 
learners did not selectively attend to and notice communicatively redundant, 
perceptually non-salient, or infrequent and rare forms of the input. It is in this sense 
that Schmidt (1990，1993, and 1995) has drawn a distinction between intention, 
metalinguistic knowledge as well as awareness. He believes that learning cannot 
occur without intention and metalinguistic knowledge. However, he argues that 
learners must pay attention to input and also "have the momentary subjective 
experience of ‘noticing，to subsequently leam" (Schmidt, 1993，p. 21). He also draws 
a clear distinction between 'noticing' and 'understanding': 
Understanding refers to higher level of awareness than 'noticing'. It implies 
recognition of a general principle, rule, or pattern, and is related to the 
organization of material in long term memory, to restructuring and to system 
learning, whereas noticing is related to rehearsal within working memory and the 
transfer to long term memory, to intake, and to item learning. For example, a 
second language learner might simply notice that a native speaker used a 
particular form of address on a particular occasion, or at a deeper level that the 
learner might understand the significance of such a form, realizing that the form 
used was appropriate because of status differences between speaker and hearer. 
(Schmidt, 1993，p. 213) 
In other words, Schmidt (1993， 1995) disassociates 'noticing' from 
'metalinguistic awareness' as clearly as possible. He assumes that the objects of 
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attention and noticing are the surface structure of utterances in the input rather than 
any abstract rules or principles. From his point of view, 'noticing' is necessary at the 
time of learning; what learners notice in input is what becomes intake for learning. 
However, the higher level of awareness than noticing, that is rule understanding, 
though can be facilitative, is not necessary for learning. Schmidt (1990) also identifies 
six factors that enhance noticing: input frequency, input saliency, instruction, 
individual differences in processing ability, individual's readiness to notice, and task 
demands. In addition to Schmidt's identified factors, Skehan (1998) identifies one 
more factor, that is, the selective effects of tasks, which also affects learner's noticing 
to the linguistic input. 
Tomlin and Villa (1994) partially agree with Schmidt's point of view, but further 
disassociated 'noticing' from 'awareness'. They identified Schmidt's 'noticing' as 
"detection within selective attention" (Robinson, 1995, p. 296), and claimed that 
detection is responsible for encoding in memory, and therefore it is the attentional 
level at which learning must begin. However, they pointed out that there can be 
detection without awareness. This is opposite to Schmidt, who has claimed that 
awareness at the level of noticing is necessary for learning. Robinson's further 
identified Schmidt's 'noticing' as "detection plus rehearsal in short term memory, 
prior to encoding in long term memory" (Robinson, 1995, p. 296), and he further 
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defines "noticing at a higher level of awareness are the result of rehearsal mechanism, 
which sends detected information from short-term memory to long-term memory" 
(Robinson, 2003: 655). 
2,8,2 Difficulty in Operationalizing ‘Noticing, 
One problem concerning the "noticing hypothesis' (Schmidt, 1993, 1995) is the 
difficulty in operationalizing what properties of input are available for noticing and 
learning (Carroll, 1999)，and to distinguish between conscious noticing and the 
non-conscious registration. Methodologies for studying the role of awareness and 
noticing in learning have included both off-line verbal report measures such as diary 
entries, questionnaire responses, and immediate and delayed retrospection, and 
on-line measures such as protocols (Robinson, 2003). 
Schmidt and Forta (1986) reported the results of the diary entries in which the 
aspects of L2 input (Portuguese) that Schmidt has noticed corresponded strongly with 
the subsequent appearance of these features in his production during interaction with a 
native speaker a month afterwards and therefore suggested that there is no language 
learning without attention and noticing. However, such diary studies cannot identify 
what might have been detected without being noticed, since "making diary entries 
requires not only noticing but reflexive self-awareness" (Schmidt, 2001，p. 19). 
Leow (1997) has used data from think-aloud protocols to distinguished between 
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simple noticing and noticing with meta-linguistic awareness, and found that those 
learners who showed higher level of awareness learned more than those whose 
protocols showed that they merely attended and noticed. Verbal report may be one of 
the good ways to distinguish between conscious noticing and non-conscious 
registration, as recall is good evidence that something was noticed, since nothing can 
be verbally reported other than the current content of awareness. For example, if 
students are forced to recall the corrected question forms that occurred in each 
utterance, and if they can do so, it is then good evidence that they did notice them. 
However, many have argued that it is unreasonable to assume that failure to provide a 
verbal report signals the absence of noticing. Moreover, such technique could not 
show that subjects did not notice or attend something, since verbal reports cannot be 
assumed to include everything that is noticed. 
2.8.3 Summary: Saliency of Recasts, Noticing and Uptake 
To conclude, 'noticing' of the linguistic input is very essential for learners to 
convert the input into intake, which in turn may lead to L2 acquisition. Recasts 
involve juxtaposing the erroneous utterance and the target-like utterance, and it is 
possible that recasts help draw learners' noticing of the target structures. Enhancing 
the saliency of recast may even increase the attentional level of learners towards the 
linguistic input. Therefore, it will be interesting to examine how different saliency of 
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recasts affects learners' noticing. Moreover, since there is a heated debate on whether 
low uptake rate implies learner's failure of noticing to recast, it is also worthwhile to 
explore the relationship between uptake of recasts, noticing of recasts and the 
acquisitional potential of recasts. Despite some of the limitations that were discussed 
in the previous session, verbal recalling of the corrected structures by the participants 
was still adopted in the current study to explore learner's noticing to different saliency 
of recasts. 
2.9 The Notion of Learnability 
Whether learners can internalize the target structure into their interlanguage 
system during interaction can be influenced by a lot of factors. The learnability of the 
target structure can be one of these factors (Pienemann, 1984，1989). In this section, I 
am going to discuss the general concept of ‘learnability，，how it is derived from the 
Processability Theory (PT)，and how it is related to the examination of the role of 
recasts in SLA. 
2.9,1 Processability Theory (PT) 
The notion of learnability is developed from the basis of the Processability 
Theory (PT) (Pienemann, 1984，1989)，which is based on a universal hierarchy of 
processing procedures, and this hierarchy is related to the requirements of the specific 
41 
Disambiguating Recasts 
procedural skills needed for the target language. For example, the processing 
procedures applied to English are suggested as follows: 
Table 2.2: The Processing Procedure of English as Suggested by PT 
Processing Procedure L2 Process 
5. Subordinate Clause Main and subordinate clause 
4. S - procedure Interphrasal information 
3. Phrasal procedure Phrasal information 
2. Category procedure Lexical morpheme 
1. Word / lemma Words 
According to PT, in the acquisition of language processing procedures, the 
assembly of the component parts will follow the above mentioned implicational 
sequence. In other words, “at any stage of language development, the learner can 
produce and comprehend only those L2 linguistic forms which the current state of the 
language processor can manage" (Pienemaim, 1984: 686). Therefore, it is crucial to 
understand the architecture of the language processor and the way in which it handles 
a second language, which enables one to predict and empirically test the course of 
development of L2 linguistic forms in language production and comprehension across 
languages. Based on the concept of PT, Pienemaim (1984，1989) predicts that the 
leamability of the target structure depends on whether the learners are at the 
appropriate developmental stage to carry out the required processing capacity to 
acquire the structure. In other words, to make the learning process effective, the target 
structure has to be focused on ‘the next stage，of the developmental sequence. 
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Experimental studies (Boss, 1996; Ellis, 1989; Pienemaim, 1984，1989; Zhang, 
2005) have been carried out to explore the teachability of the target structure in the 
course of language acquisition. For example, Pienemaim (1984) selected ten children 
whose interlanguage was between stages X to X + 2 and taught them a structure at 
stage X + 3. It was found that learners from stages X and X + 1 did not acquire X + 3 
in their spoken language while learners from stage X + 2 did. Similarly, Ellis (1989) 
also replicated Pienemaim (1984)，s study with 39 adult learners if L2 German in 
higher Education in Britain and found similar results as Pienemann's studies. Boss 
(1996) also carried out a teachability study and found that all eight learners were able 
to progress in the predicted sequence regardless of the scheduled teaching. Using PT 
(Pienemaim，1984，1989) as the theoretical framework, Zhang (2005) also carried out 
a longitudinal study to examine the L2 developmental process of five Chinese 
grammatical morphemes, and he found an acquisitional sequence with the lexical 
morphemes being acquired before the phrasal morphemes, which in turn were 
acquired before the inter-phrasal morpheme. He also found that despite is facilitative 
in L2 acquisition, formal instruction did not overrule the processing-based 
developmental hierarchy. In other words, whether the learners can acquire the target 
structure is highly dependent on their readiness. If learners are not at the right 
developmental stage, the structure is unleamable, and stages of acquisition cannot be 
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skipped even through formal instruction. 
2,9.2 Relationship between Leamability and the Provision of Feedback 
As the notion of leamability is such a crucial factor to determine whether 
learners can internalize the target L2 structure, it is important to time provision of 
feedback appropriately during the interaction. In other words, learners have to be 
given the feedback at their appropriate stage of language development. Mackey and 
Philip (1998) clearly illustrated the importance of considering 'leamability' when 
examining the effectiveness of corrective feedback on L2 development. In their study, 
the participants were divided into two groups: the recast group and the non-recast 
group, and both were tested whether they showed any advancement in developmental 
stage of question formation from stage 4 to stage 5 after the three treatment sessions. 
Results clearly demonstrated that the recast group outperformed the non-recast group 
in the post- and delayed post-tests. The study has further revealed that even among the 
recast group of participants, 78 percentage of ‘readiness，~ participants who were 
already on stage four - showed the stage increase to stage five -- while only 25 
percentage of the 'unreadiness' --- participants who were not at stage 4 originally did 
so. 
Driven by the concept of the notion of ‘leamability，，in the current study, I 
adopted the developmental stage of question formation as the reference of whether 
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learners show advancement in their language development under the influence of 
recasts. 
2.10 Pilot Study (2007) 
Before conducting the current study, a pilot study was conduced half a year 
earlier in advance. In this section, I am going to discuss what was discovered in the 
pilot study, and what can be improved in terms of the study design to prepare for the 
actual study. 
2.10.1 The Aim of the Pilot Study 
There were three main reasons for conducting the current study. First, it aimed at 
examining whether the research design of the current study is feasible and reliable so 
that any modification of the research design could be made before the current study 
was conducted. Secondly, it also aimed at exploring which developmental stage of 
question formation the local Secondary One students were at, as well as how many 
correct questions should be elicited by the participant so as to consider that particular 
participant had acquired the target structure of that particular developmental stage. 
2.10.2 Methods 
Ten Secondary One students participated in the pilot study. They were all 
recruited from the same tutorial centre during the summer course, and they are all 
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second language learners of English, and from Band-One English Medium of 
Instruction secondary schools in Hong Kong. 
All participants had to do a pre-test, which involved asking ten questions orally 
in order to examine which developmental stage of question formation they were at. 
Afterwards, they received treatment in three consecutive days. During the treatment 
sessions, each participant had to fulfill two tasks, which are 'Who am F and 'Picture 
Difference' tasks. Each task required each participant to ask the interlocutor ten 
questions according to their developmental stage of question formation that had been 
found from the pre-test. During the conversation, the interlocutor recast any 
non-target-like structure of question formation. After the treatment sessions, 
immediate post-test and two-week delayed post test were conducted to examine 
whether the participants showed any language advancement in their developmental 
stage of question formation. All the testing session and treatment sessions were audio 
recorded and notes were taken of responses to the recasts. The data were then 
transcribed and coded and used for further analysis. 
The research design of the pilot study was similar to that of the current study, 
except the fact that the participants of the study came from ten different schools 
instead of coming from the same school, and the participants received the treatment 
tasks in 3 odd consecutive days, instead of 3 consecutive weeks, due to their summer 
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course's schedule. Therefore, for more details of the research design, please refer to 
Chapter Three: Methodology. 
2.10.3 General Results and Discussions 
Factorial analysis was conducted by the SPSS programme to examine whether 
the advancement of the developmental stage of question formation was statistically 
significant or not. Results (Table 2.2) show that the participants in the 
enhanced-salient recast group led to significant improvement as shown in their mean 
scores in both the post-test and the delay post-test when compared to the pre-test. On 
the contrary, the participants in the unenhanced-salient recast group showed little 
improvement only in their mean scores from the pre-test to the two post-tests. 
Table 2,31: Comparison between the Differences across the Three Tests of Two 
Respective Groups 
Recast Condition Pre-Test Pre-Test ^ Post-Test 今 
Post Test Delayed Post Test Delayed Post Test 
Salient Recast 1.29M 9.14M 1.29M 今 7.00M 9. MM + 7.00M 
P = 0.001 P = 0.02 P = 0.03 
Non-Salient Recast 1.33M + 3.00M 1.33M + LOOM 3.00M + LOOM 
[p = 0.53 P = 0.71 P = 0.80 
Participants' responses to recasts also varied a lot from the ones mentioned by 
Mackey and Philip (1998). There were altogether eleven kinds of responses including 
full repetitions, partial repetitions, self-repair, verbal acknowledgement, 'opaque' 
acknowledgement such as nodding of the heads or saying ‘hm...hm...，，modification, 
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negative feedback, continued task talk, silent, no chance to response and original 
utterance. Among so many types of response, the most frequent ones were 'silent' and 
'opaque' acknowledgement. According to Lyster's (1997，1998，2002) definitions 
discussed in Section 2.42, only verbal responses are regarded as 'repairs' or 
'needs-repairs' because these responses showed verbally that the participants are 
aware of the existence of recasts. Silence and nodding the heads, despite their 
frequent occurrence, cannot be regarded as 'repair' or even 'needs-repair'. 
However, there is some doubt on the claim that the lack of explicit verbal 
acknowledgement correspond to low level of uptake. In fact, from what was observed 
during the treatments in the pilot study, a lot of participants showed very consistent 
responses when they received recasts. For example, once the participants nodded their 
heads, they kept on nodding their head all the time. It seemed that they showed 
acknowledgement to the recasts, but this acknowledgement was 'opaque' and cast 
some ambiguity: Did the participants really perceive recast as what it is, or did they 
just nod their heads unconsciously? One of the participants who kept on nodding his 
head during the treatment was interviewed as to find out whether he was aware of 
being recast. His answer was positive and he could even recall what structures were 
being corrected. In this regard, it could not be concluded that these participants were 
not aware of the errors they made and they corrections they received. 
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2.10.4 Modification of the Instrumentation 
Because of the ambiguity of participants' responses to recasts as shown in the 
pilot study, some modifications were made to the current research design. In order to 
gain deeper exploration about the relationship between participants' responses, 
learners' noticing to recasts and the acquisitonal potential of recasts, participants were 
asked to verbally recall their thinking process immediately after the last treatment 
session. Three guided questions were asked to help participants recall their thinking 
process: First, are they aware of being corrected during the treatment? Second, what 
structures are being corrected? And finally, could you recall briefly how these 
structures are corrected? 
The second problem concerns with the design of Stage-five questions. Students 
had to add an auxiliary verb (do, does or did) or a modal verb (can, should, may...) 
after the question (Wh-) word and before the subject and the main verb when they 
asked stage-5 questions. However, in the pilot study, some participants showed some 
problems with adding these auxiliary or modal verbs when the sentence involved too 
complicated structures or too difficult vocabulary, For example: 
Example 2.10.1: 
How many videos does the club allow you to borrow every time? 
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In this question, there are two main verbs, 'allow' and 'to-borrow', and 
participants failed to form these questions correctly although they could ask other 
'simpler' stage-five questions (for example: how often do you borrow the videos?) 
correctly beforehand. In order to make the testing tasks more reliable without any 
intrusion from other factors such as participants' attentional capacity being deprived 
of due to too difficult vocabulary, all the testing tasks and treatment task were 
modified into the way that each of them consists of three to four questions with 
complicated structures. 
2.10,5 Summary 
From the pilot study, it was shown that the participants in my study, who are 
Hong Kong Secondary-One students studying at a Band-One school were situating at 
stage five or stage six of question formation, and it seemed that when participants 
were able to elicit 50 percentage or above of the correct question form, they were 
already able to do the treatment tasks correctly, and so were considered to have 
acquired the target linguistic structure of that particular developmental stage. 
Moreover, most of the participants showed some ambiguous responses such as 
'nodding' or ‘saying hm.. .hm...’ after being recast. Whether these responses could be 
seen as a sign of ‘uptake，were examined more deeply in the actual study. 
After giving a brief overview of the theoretical framework from the SLA 
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literature and the results of the pilot study, four research questions are set in the next 
session. 
2.11 Research Questions 
This session aims at drawing a general overview of the literature review provided 
in the previous sessions, which serve as the main guidance for setting the research 
questions in the current study. 
As discussed in Section 2.5 and 2.6, the nature of recasts should be well 
controlled in a way that the saliency of recast should be consistent so that the 
ambiguous role of recasts can be eliminated because enhanced saliency of recast 
actually plays a significant role in drawing learner's attention to the recasts. In the 
current study, the enhanced salient recasts were incorporated into the current study 
and their effectiveness on the advancement of the developmental stage of question 
formation was compared with imenhanced salient recasts, which were assumed to be 
more ambiguous and draw less attention from the learners. This gives rise to Research 
Question Number One: What is the relative impact of salient and non-salient recasts 
on the advancement in the developmental stage of question formation? 
Moreover, as discussed in Section 2.5, the rate of uptake which consists of 
repairs and needs-repairs is always used as an indication of learners' noticing to 
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recasts. As different saliency of recasts may impact on learners' different extent of 
noticing, which in turn induces different students' different responses to recasts, it is 
also worthy to examine the relationship between different saliency of recasts and rate 
of uptake. This gives rise to Research Question Number Two: Do salient recasts 
provide a higher level of successful uptake than non-salient recasts? 
Although uptake is often used as an indication of whether learners notice recasts, 
low uptake rate does not necessarily imply low acquisitional potential of recasts 
(Please refer to Section 2.5 for details). In the current study, the correlation between 
rate of uptake and rate of language improvement is explored in Research Question 
Number Three: Is there any relationship between the level of successful uptake of 
recasts and learners' advancement in the developmental stage of question formation? 
Lastly, “there is a need to determine the durability / stability of change achieved 
via recasts" (Long. 2007: 112). Most studies (Doughty and Varela, 1998; Han 2002; 
Iwashita, 2003; Mackey and Philp, 1998; Leman, 2003; Loewen and Philp, 2006) 
investigating the effectiveness of recasts included a delayed post-test to examine 
whether the impact of recasts on language advancement could be long lasting. In the 
current study, the respective long-term effect of different saliency of recasts on 
language acquisition was also examined, as stated in Research Question Four: Is the 
effect of salient and non-salient recasts on the advancement in the developmental 
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Stage of question formation long-lasting, as shown by the result in the delayed post 
test? 
To conclude, given the controversial issue discussed in the literature review 
about the impact of ambiguity of recasts and low repair rate of recasts on its 
effectiveness on language development, and the uncertainty of the effect of the extent 
of saliency on the function of recasts, four research questions are proposed in this 
study: 
1. What is the relative impact of salient and non-salient recasts on the advancement 
in the developmental stage of question formation? 
2. Do salient recasts provide a higher level of successful uptake than non-salient 
recasts? 
3. Is there any relationship between the level of successful uptake of recasts and 
learners' advancement in the developmental stage of question formation? 
4. Is the effect of salient and non-salient recasts on the advancement in the 
developmental stage of question formation long-lasting, as shown by the result in 






We have explored enough in the previous chapters the reasons for proposing the 
application of the enhanced salient recasts during task-based interaction to help 
facilitate L2 acquisition. An empirical study was therefore carried out to examine the 
difference between the different effects of salient recasts and non-salient recasts on L2 
acquisition as well as students' responses. 
In this chapter, the detailed instrumentation of the present study is fully discussed 
with the opening of the selection criteria of participants, target structure, and testing 
materials in Sections 3.2 to 3.4. Then, the detailed design and the procedure of the 
experiment will be listed clearly in Sections 3.5 and 3.6 respectively. Finally, a 
detailed explication of how the collected data was processed and analyzed to answer 
the respective research questions will also be provided in Sections 3.7 and 3.8 
respectively. 
3.2 Participants 
Fifty-five Secondary One students (who were mostly 12 or 13 years old) from 
two secondary schools in Hong Kong were selected as the participants in the present 
study. School A was a Band-One, English Medium of Instruction (EMI) secondary 
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school situated in Kowloon whereas School B was also a Band-One, EMI secondary 
school situated in Tai Po. 
There were altogether 17 male participants and 28 female participants. They 
were all Chinese second language learners of English for around ten years. Since it 
was found from the pilot study that local Form One students who study in Band One 
English medium of Instruction situate at stage-five and stage-six developmental stage 
of question formation, all the participants of the current study were selected from 
Band-One, EMI secondary schools in order to ensure that the participants possessed 
adequate language competence to complete the tasks of the current study. 
3.3 Target Structure 
Question forms were chosen as the target structure of development in the present 
study. Previous research (Mackey & Philp，1998; Pienemann & Johnston，1987) have 
been conducted to measure the development of the acquisition of question forms and 
the issues of readiness of different stages of question forms have been addressed as 
well. All questions target in the treatments and tests in the present study therefore 
followed the developmental sequence for question formation in ESL identified by the 




Table 3,1. Examples of Question Forms and Developmental Stages (Adopted from 
Mackey, 1998，which is in turn based on Pienemann & Johnston, 1987). 
Stage 1 Single words Why? 
C^ 
Stage 2 SVO? Canonical word order It's a monster? 
with question intonation. You have an animal? 
Stage 3 Fronting: Wh / Do/ Q-word Where the cats are? 
Direct questions with main verbs Do you have an animal? 
and some form of fronting Does in this picture there is a cat? 
Stage 4 Pseudo Inversion: Y/N, Cop. Have you got a dog? 
Where is the cat? 
Stage 5 Q-word Aux / modal -> subj, What do you have...? 
main verb... Where does the cat sit? 
Stage 6 Can inversion, Negative Q, Tag Can you tell me where the cat is? 
Q. Haven't you seen a dog? 
It，s on the wall, isn，t it? 
3.4 Materials 
3,4. L Testing Tasks 
Participants were requested to do pre-, post-, and delayed post-tests before and 
after the treatments. During the tests, participants were given a situation, and that they 
had to interview the interlocutor with 10 questions (Appendix I). Ten cues were also 
given to the participants to guide them to ask the questions. These cues served as hints 
to indirectly guide the participant to ask relevant questions. Moreover, these cues also 
ensured that the participant asked questions at stage 4 so that participants could be 
tested as to whether they were at the right stage of development. 
Example 3.1 
Favorite sports (Cue) 
What your favorite sports are? (Stage 3) 
Your favorite sports? (Stage 2) 
What are your favorite sports? (Stage 4) 
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If participants produced more than half of the correct question forms, they were 
considered as being at the stage-4 developmental stage, and they were given another 
set of stage-5 questions, and similar to before, they were required to interview the 
interlocutor with these stage 5 questions. If they were at stage 5, they were asked to 
do the stage-6 question sets. If they still mastered the stage-6 question forms, they 
were rejected from participating in this study. 
3,4,2. Treatment Tasks 
There were two different kinds of treatment tasks in this study; they were 'Who 
am I?，and ‘Spot the difference，tasks (Appendix II). In 'Who am V task, a label which 
had a name of a celebrity were assigned to the participant. However, only the 
interlocutor knew who the celebrity was, and the participant had to guess who the 
celebrity was by asking the interlocutor questions. Each celebrity had ten relevant 
cues that served as hints to guide participants to ask relevant questions which were 
considered at the corresponding developmental stages of which the participant was 
going to advance to. 
In 'Spot the Differences' task, the participant had a similar picture as the 
interlocutor's but with ten differences. Again, participant needed to ask the 
interlocutor the questions to find out the differences. Ten cues were also given to 




A MP3 recorder was used to record the performance of students during the tests 
and the treatments. 
3.5 Design 
The present research employed a pre-, post-, and delayed post test design. The 
participants were divided into two groups randomly; each group received different 
kinds of recasts (enhanced salience recast vs. unenhanced salience recast) during the 
treatment. 
3.5.1. Salient Recasts vs. Non-Salient Recasts 
Participants in the enhanced salience recast group received recasts with enhanced 
salience from the interlocutor during the task-based interaction whenever they made 
errors. The recasts with enhanced salience are actually similar to focused recasts in 
Doughty，s study (1998) with intonational focus on the target structure and consistence 
usage. Besides, body language and facial expression such as raising eyebrow and 
making some gestures were also made by interlocutor to draw participants' attention. 
Example 3,2: 
Participants: What his job is? 
Interlocutor: What IS (with intonation and stress + gestures) his job? 
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In the non-salient recasts group, participants received recasts without 
unenhanced salience during the treatment. Although participants were still corrected 
whenever they made errors on the target structures, the recasts they received did not 
consist of any stress and intonational focus. There was also no body language and 
facial expression which helped to draw students' attention to the error. 
Example 3,3: 
Participants: What his job is? 
Interlocutor: What is his job. Or What is? 
3.5.2. Participants ‘ Developmental Level 
Question forms were chosen as the measure of development. Following previous 
research on the acquisitional stages for question formation (Pienemaim & Johnson, 
1987; Pienemaim & Mackey，1993)，six developmental question formations were 
given. Although the advancement in stages has been measured by evidence of at least 
two forms at the higher stage in previous researches (Mackey and Philp, 1998; 
Mackey, 2006)，the present study adopted a ‘balance on structures' approach, that is, 
not only the emergence of at least two forms at the higher stage was considered, but 
the percentage of correct question forms produced at the higher level by each group 
were also examined. As what was observed in the pilot study, students who were able 
to elicit 50 percent or above of the correct question forms, they were always able to 
elicit correct question form during the subsequent treatment sessions and therefore did 
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not get many chances to receive recasts from the interlocutor. Therefore, in the 
presents study, participants who were able to produce 50 percentage or above of the 
correct question forms were considered to have shown advancement in the L2 
development. 
3,5.3. Participants’Responses to Recasts 
Following the previous studies (Lyster, 2002; Mackey & Philip, 1998)，learners' 
repairs after being recast were examined in terms of repetition, incorporation, and 
modification. 
Example 3.4 
Participant: What his job is? 
Interlocutor: What is his job? 
Participant: What does his job? (Modification) 
Interlocutor: What is his job? 
Participant: Yeah what is his job? (Repetition) 
Or Participant: Yeah (No repair and the interlocutor continues the task) 
Or Participant: Yeah what is his job; and what he does? (Incorporation) 
From what were shown in my pilot study, responses to recasts were not limited 
to these few mentioned responses only. There were partial and complete repetitions, 
questions, overlapping, acknowledgement, continued task talk, silence etc. And these 
responses were also taken into account in the current study. 
However, there is a problem of which responses should be counted as a type of 
'uptake'. Questions and overlapping were considered as a sign of uptake because they 
showed students' awareness of recasts quite explicitly. Continued task talk, silence, 
and non verbal acknowledgement such as 'Hmm...hminm' and nodding heads were 
60 
Disambiguating Recasts 
obviously not a sign of repair, but they might be a sign of learner's uptake. It could be 
claimed that learners acknowledge the existence of recasts; however, one may also 
argue that this is only a subconscious act. 
To explore whether participants uptake the recasts, I conducted a very short 
interview with the participants after the last treatment task and asked them whether 
they were aware of being corrected, and they had to recall briefly in what way have 
they have been corrected. If they could briefly answer the above questions, they were 
regarded as being able to uptake the recasts. 
3.7 Procedures 
Before conducting the experiment, students were asked if they were willing to 
participate in the research. Afterwards, timeslot sheets were given to those who were 
willing to participate in the study to fill in their available timeslots. The treatment 
sessions were conducted at lunch time, and each session last for around fifteen 
minutes only. Since it was impossible to interact with fifty-five students in one day, 
students were divided into different subgroups so that each subgroup had four to five 
students. These subgroups were randomly assigned as enhanced salient recast group 
or unenhanced salient recast group. Each subgroup had a pretest before the treatment 
sessions, followed by three treatment sessions in three consecutive weeks, an 
immediate post test after the last treatment session, and a delayed post-test two weeks 
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after the treatment. The performance of participants in all the tests and the treatment 
sessions were audio-recorded in order to: 1) calculate the rate of repairs by 
participants after recasts, and 2) control and evaluate whether the interlocutor has 
really provided the salient recasts consistently during the tasks. Moreover, 
participants' responses to recasts were also note-taken by the interlocutor. 
Table 3,2: Experimental Procedure 
"Week / Day Tests + Treatments — 
1 / 1 Pre- test: Interview 
Treatment: Who am I + Picture Differences 
2 / 2 Treatment: Who am I + Interview 
3 / 3 Treatment: Who am I + Interview 
5 / 1 Delayed-Post Test: Interview 
3,6.L Pre-Test 
The pre-test were carried out before the first treatment task. As discussed before, 
each participant needed to interview the interlocutor to test which developmental 
stage of question formation they were situating at (Stage 4，5 or 6). Any participant 
who produced more than five correct questions out of ten was considered as 
potentially having the target structures in their mind, and were asked to enter the 
pre-test of the next developmental stage of question formation. As mentioned in 
section 3.4.2, if participants were able to produce 50 percentage of the correct form of 
questions of stage 6，they were already beyond all the targeted stages of development 
in this study and so their data could not be used for analysis. On the other hand, if 
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participants were not able to produce questions at stage 3，they were too low 
developmentally and therefore, their data was not considered in the present study as 
well. 
3.6,2. Treatments 
After the pre-test，the participants entered the treatment session in which they 
had to carry out the 'Who am F task and the 'Spot the Differences' task for three 
consecutive weeks. During the treatments, participants' responses to the recasts were 
also note-taken, and the whole treatment was also audio-recorded. After finishing the 
last treatment, participants were asked to give a verbal report on whether they could 
recall the target structure when they were recast during the three-day treatment 
sessions. Three questions were asked to guide their recall process: 
1. Are you aware of being corrected during the treatment? 
2. What structures are being corrected? 
3. Could you recall briefly how these structures are corrected? 
3.6.3 Post Test and Delayed Post Test 
Immediately after the last treatment session on Day 3，a post-test which was in 
exactly the same format as the pre-test was carried out to test if students' language 
development had progressed. After two weeks, another test was given as a delayed 
post-test to test if the impact of the treatment on a participant's L2 development was 
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sustained or not. Moreover, after the post-test, each participant was asked if they 
learnt anything about 'Question Formation' from external sources such as private 
tutorials or reference books so as to ensure that the effect of improvement was due to 
the factor of treatment conditions, not the factor of external influences. 
3.7 Data Processing 
Both the tests and treatment sessions were audio-recorded. Afterwards, all the 
conversations between each participant and the interlocutor were transcribed broadly. 
The total number of each type of responses of each participant during the three 
treatment sessions was tallied, and the corresponding mean was calculated. 
Evaluation of consistent production of forms at higher stage was based on the 
production of at least 50 percentages of correct question forms at higher level in each 
testing task. The number of participants was counted as having a progress in language 
developmental stage as long as participants have shown copula inversions in their 
formations of questions regardless of the factor of inter-language (Dougthy and Varela, 
1998). The number of correct production of stage 4 questions of each participant was 
also tallied and the mean scores of each group (enhanced-salience of recasts vs. 
non-enhanced salience of recasts) were calculated. It should be noted that 
inter-language was considered as another sub-category for analysis here. 
Example 3.5 
What are the cat in your picture? 
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(Inter-language: Although the verb doesn't agree with the subject, the participant 
shows the effort of copular inversion in this example). 
10 percentages of the data was coded by another researcher. Agreement was 
established before coding the rest of the data 
3.7 Data Analysis 
To answer Questions 1 and 4，the total number of participants who showed 
improvement in developmental stage of forming questions • was calculated and 
compared with the number of participants who did not show any advancement after 
the treatments. Moreover, mean scores of language performance in each test for both 
salience recast and non-salience recast groups was calculated as well. Afterwards, 
factorial analysis of variance was adopted to analyze their respective significance in 
performance. 
To answer Question 2，rates of different types of uptake of each participant were 
calculated. Afterwards, a t-test was adopted to analyze if there is any significant 
difference in the total level of uptake between the salience recasts and non-salience 
recasts groups. 
Lastly, correlation of the level of uptake and mean scores of the two post-tests 




GENERAL STATISTICAL RESULTS FROM SPSS 
4.1 Introduction 
The current chapter aims at providing a general overview on the statistical results 
of the current study. 
There were altogether 55 participants in the current study. Among these, 29 
participants were assigned to the enhanced salient recast group while 26 of them 
belonged to the unenhanced salient recast group. All the data collected during the 
three-consecutive-day treatments were entered into SPSS and then analyzed by the 
Analysis of Variance of the SPSS programme, and the selected output of the SPSS 
analysis will be presented mainly in the form of tables and charts. In the SPSS 
analysis, the difference between any two compared values is statistically significant 
only if the P value is less than 0.05 (P < 0.05). The current analysis also takes into 
account of the findings of the effect size (ES)，which is a name assigned to the family 
of indices that measure the magnitude of a treatment effect. Unlike significance tests, 
these indices are independent of sample size. Whereas attaining P-value provides the 
quantified strength of evidence that a null hypothesis is wrong, an effect size (ES) 
measures the degree to which such a null hypothesis is wrong. For the factorial design 
in the current study, the effect size measures are based on the partial eta-squared 
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statistic. The larger the value of the eta squared, the larger it is the effect size; in other 
words, the larger the degree to which the null hypothesis is wrong. Usually, the effect 
size is considered to be medium only when the value of the value of the eta squared is 
larger than 0.4，and is considered to be large if the value is larger than 0.7. 
The main content of the current chapter starts with Section 4.2，which gives a 
general discussion of the results obtained in the testing tasks and the mean rate of 
responses given by the participants during the treatment tasks. Afterwards, these 
general results will be further elaborated and served as empirical evidence to answer 
each of the research questions in sections 4.3，4.4，4.5 and 4.6. Lastly, the chapter 
ends with the conclusion, which summarizes the main findings of the current study, 
which are served as statistical evidence for the interpretation in the next chapter. 
4.2 General Results 
This section aims at providing a general overview of the descriptive statistics of 
the mean scores of the testing tasks and the mean rate of responses given by the 
participants during the three-consecutive-day treatment tasks. 
4.2,1 General Mean Scores of the Testing Tasks 
The results discussed below are the general mean scores obtained from the 
testing tasks completed by the participants. There were 55 students altogether. 29 
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students were assigned into the group of enhanced salient recasts while the remaining 
26 students were assigned to the iinenhanced salient recast group. Each of them had to 
complete the pre-test, post-test and two-week delayed post-test, and each test 
consisted of 10 questions. During the treatment, two students failed to complete the 
delayed post-test, and the symbol ‘999’ which stands for missing data was entered 
into the corresponding slots of the SPSS programme. There are two sub-categories of 
analysis when comparing the mean scores of the testing tasks; they are analysis with 
inter-language coding and analysis without inter-language coding. For example, if the 
participant asks the following question, 
Could you tell me what your phone number are? 
it will be considered as incorrect if the analysis does not include the inter-language 
coding, whereas it is a correct form of question if the inter-language coding is taken 
into account into the analysis because the participant shows the effort of avoiding the 
subject-verb inversion when asking stage-six question even though the verb does not 
agree with the subject. 
As shown in Table 4.1，the mean scores of the pre-test of the enhanced salient 
recast group is 1.69M whereas the unenhanced salient recast group scores 2.19M. 
However, when it comes to the post-test, the enhanced salient recast group shows a 
dramatic improvement and gains 8.83M. Although the improvement drops after two 
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weeks, the group still elicits more than half of the questions correctly (M = 6.71)，as 
shown in the delayed post-test. On the other hand, the unenhanced salient recast group 
also shows slight improvement, but the effect of recasts on the group is not as drastic 
as the one on the enhanced salient recast group, as the group only scores 4.89M and 
4.84M in the post-test and delayed post test respectively, which means that the group 
answers less than half of the questions correctly. 
If the inter-language coding is considered into the analysis as well, the mean 
scores gained by the both groups across the three tests are higher. As shown in table 
4.2，the mean scores gained by the enhanced salient recast group and the unenhanced 
salient group are 1.83M and 2.54M respectively. Upon receiving the treatment in 
three consecutive days, the enhanced salient recasts group scores 9.4 IM in the 
post-test. Although this improvement also drops after two weeks, but the performance 
is still desirable, as the group gains 7.04M in the two-week delayed post-test. In 
contrast, although the mean scores gained by the unenhanced salient recast group are 
also higher when the inter-language coding is considered during the analysis, the 
mean scores are still less than 60% in the post test (M = 5.50) and delayed post-test 
(M = 5.56). 
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Table 4.1 Mean-Scores of the Pre-Test’ Post-Test，Delayed Post-Test of both Groups 
(without inter-language analysis) 
Pre-Test (Mean) Post-Test (Mean) Delayed Post-Test 
(Mean) 
Enhanced Salient 1.69 8.83 6.71 
of Recast 
Unenhanced 2.19 4.88 4.84 
Salient of Recast 
Table 4.2 Mean-Scores of the Pre-Test，Post-Test’ Delayed Post-Test of both Groups 
(with inter-language analysis) 
Pre-Test (Mean) Post-Test (Mean) Delayed Post-Test 
(Mean) 
Enhanced Salient 1.83 9.41 7.04 
of Recast 
Unenhanced 2.54 5.50 5.56 
Salient of Recast 
4,2.2 Participants ‘ responses to recasts 
According to Lyster's categorization (1998, 2002), any repetitions of the 
target form provided in the recast and self-corrections are considered as repairs and 
any acknowledgement of the provision of recasts such as modification, saying ‘yes，or 
even uttering the original wrong utterance is considered as needs-repairs. Lyster's 




Table 4.3 below shows different types of responses given by the participants 
when they were recast. According to Table 4.3，the variation of participants' responses 
to recasts in the current study is quite high, ranging from repairs, needs-repairs, 
questions, nodding, silent, continues task talk, no chance to respond et cetera. Even in 
the category of repairs, there can even be full repetitions, partial repetitions, 
self-repairs and overlap. Participants also showed different ways in acknowledging 
the recasts such as giving either positive or negative verbal feedback, modification etc. 
Participants in the current study also show two important categories of responses that 
have not been mentioned in Lyster's studies: non-verbal responses such as nodding, 
smiling as well as staring at the interlocutor puzzlingly. The implied meaning of 
non-verbal responses is very vague and it is difficult to understand whether or not the 
participants understand the recasts. However, participants' asking question about the 












































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































After discussing the various responses given by the participants when they were 
recast, the comparison of the differences in terms of the rate of responses between the 
enhanced salient recast group and the unenhanced salient recast groups is shown in 
Table 4.4. Since the number of recasts given to each participant is different, it is 
statistically meaningless to simply compare the means of different types of responses 
delivered by each group of participants. Therefore, the rate of each type of response 
given by each individual participant is calculated by dividing the total sum of that 
particular response by the total number of responses, and these mean rates are used 
for the comparison. 
According to Table 4.4，full repetitions shows the highest mean rate of responses 
(M = 23%) among the fourteen types of responses. However, the mean rate of full 
repetition of the enhanced salient recast group and that of the unenhanced salient of 
recast group is almost the same, as they show 23% and 24% respectively. Partial 
repetition also gives rise to a relatively higher mean rate (M = 11%) when compared 
to other types of responses, and interestingly, the enhanced salient recast group elicits 
higher rate of partial repetition than the unenhanced salient recast group, with the 
difference of 6%. The second highest mean rate of response belongs to nodding, 
which gives rise to the total mean rate of 2%. However, the difference between the 
two groups is not very salient, as the mean rate of nodding of the enhanced salient 
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recast group is only 4% higher than that of the unenhanced salient recast group. 
Silence follows nodding, which gives rise to the total mean rate of 18% among so 
many types of responses. This time, on the contrary, the participants in the 
unenhanced salient recast group remain silent more frequently than the unenhanced 
salient recast group does, as the group shows almost the doubled mean rate of silence 
when compared to the other. 
Table 4,4: Comparison of the Rate of Different Types of Responses between the 
Enhanced Salient Recast Group and the Unenhanced Salient Recast Group 
Recast Conditions / Enhanced Salient Unenhanced Salient Total 
Rate of Responses of Recast (M %) of Recast (M %) (M %) 
Full Repetition 73 lA 23 
Partial Repetition 14 8 11 
Self Repair 3 1 2 
Overlap 3 1 2 
Question 3 0 2 
Positive Feedback 4 4 4 
Negative Feedback 3 3 3 
Modification 2 4 3 
Original Utterance 0 0 0 
Nodding 13 ^ 21 
Opaque Facial 4 6 5 
Expression 
Silence 13 lA 18 
Continued Task Talk 4 2 3 




Figure 4.1: Comparison of the Rate of Different Types of Responses between the 
Enhanced Salient Recast Group and the Unenhanced Salient Recast Group 
二 Of 
Full Overlap Negative Nodding Continued 
Respetition feedback Task 
After giving a general overview of the mean scores across the three tests and the 
general description of the responses given by the participants upon receiving recasts, 
the next sections are going to provide the detailed answers to each of the research 
questions pre-set in Chapter Two by using statistical results obtained from the 
factorial analysis of the SPSS programme. 
4,3 Answers to Research Question 1: What is the relative impact of salient and 
non-salient recasts on the advancement in the developmental stage of question 
formation? 
To compare the extent of improvement from the pre-test to the post-test as well 
as to the delayed post test of the enhanced salient recast group and the unenhanced 
salient recast group respectively, ANOVA ™ repeated measure (Appendix III) was 



















































































































































































































































































































































































As shown in Table 4.5 and 4.6，the P-value of the difference between the 
performance in the pre-test and that of the post-test of the enhanced salient recast 
group is 0.00，regardless of whether the inter-language analysis is considered or not, 
which shows that the extent of improvement from the pre-test to the post-test of the 
enhanced salient recast group is very significant after the three-consecutive-day 
treatment. However interestingly, the extent of improvement from the pre-test to the 
post-test of the unenhanced salient recast group is as significant as that of the 
enhanced salient recast group (P = 0.00), which seems to imply that both recast 
conditions are effective in aiding participants to improve from the pre-tests to the 
post-tests. 
Although both salient and non-salient recast groups show strong statistical 
evidence that both types of recast help participants advance significantly from pre-test 
to post-test, the effect size demonstrated by the two individual groups are different. 
For the enhanced salient recast group, the analysis shows the values of the partial eta 
squared of 0.93 (without inter-language analysis) and 0.95 (with inter-language 
analysis), which are considered to be large values. On the other hand, for the 
unenhanced salient recast group, the values of the partial eta squared are 0.65 (without 
inter-language analysis) and 0.66 (with inter-language analysis), which are considered 
to be medium. In other words, the degree of the strength of the P-values of the 
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enhanced salient recast group is larger than that of the unenhanced salient recast group, 
which means that the significance of the differences across the three tests is more 
convincing for the enhanced salience recast group than the unenhanced salient recast 
group. 
In fact, when the number of participants who are able to elicit more than half of 
the correction question forms in each individual group is compared, the difference in 
the effectiveness on participants' advancement in the developmental stage of question 
formation between the two groups are more obvious. As shown in Tables 4.7 and 4.8, 
there were originally 0 participants who were able to give more than half of the 
correct question forms in the pre-test in both groups; after the three-consecutive-day 
treatment, all participants (N = 29) in the enhanced salient recast group are able to 
elicit more than half of the correct question forms. Although there is also a sharp rise 
in the number of participants in the unenhanced salient recast group who can produce 
more than half of the correct question forms, this increase is not as drastic as the one 
of the enhanced salient recast group, with only 14 participants out of 26 passing the 
post-test. In other words, still nearly half of the participants in this group fail the 
post-test, which seems to imply that the effect of the enhanced salient recast is greater 
than that of the unenhanced salient recast on the overall participants' advancement of 
the developmental stage of question formation. 
80 
Disambiguating Recasts 
Table 4,7 Number of Participants who Elicit more than 50% of the Correct Forms 
of Questions (with Inter-language Analysis) 
Recast Conditions / Number of Participants Pre-Test Post-Test 
Enhanced Salient of Recast (Total: 29) 0 ^ 
Unenhanced Salient of Recast (Total: 26) 0 14 
Table 4.8 Number of Participants who Elicit more than 50% of the Correct Forms 
of Questions (without Inter-language Analysis) 
Recast Conditions / Number of Participants Pre-Test Post-Test 
Enhanced Salient of Recast (Total: 29) 0 28 
Unenhanced Salient of Recast (Total: 26) 0 13 
When the mean scores of the pre-test and the post-test of each individual group 
are compared by the independent-samples t-test of the SPSS programme (Appendix 
IV), the difference in the performance in the post-test between each group is shown 
statistically significant. As shown in Tables 4.9 and 4.10，the P-values of the 
difference in the mean score of the pre-test between the enhanced salient recast group 
and the unenhanced salient recast group is originally 0.12 for inter-language analysis 
and 0.19 for non-inter-language analysis, which indicates that the participants in both 
groups start at more a less the same level in terms of their ability to give correct 
question forms. In fact, the unenhanced salient recast group demonstrates higher mean 
scores in their pre-test than the salient recast group. However, this result becomes 
completely opposite when it comes to the post-test, as the mean scores of the 
unenhanced salient recast group are much lower than the enhanced salient recast 
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group (with inter-language analysis: Mean difference = 3.90; without interlanguage 
analysis: Mean difference = 3.94). Moreover, no matter whether inter-language 
analysis is considered or not, the P-value of the difference in the mean score of the 
post-test between the enhanced salient recast group and the unenhanced salient recast 
group is 0.00，which is statically very significant and indicates that the enhanced 
salient recast group outperforms the unenhanced salient recast group in the post-test. 
As both groups start at a similar level as shown by the P-value in the pre-test, this big 
contrast in the performance of the post-test should be due to the different treatment 
conditions received during the three-consecutive-day treatment. However, the degree 
of the strength of the P-values is not very desirable, as the values of the partial eta 
squared are 0.36 (with inter-language analysis) and 0.38 (without inter-language 
analysis), which are considered to be small to medium only. 
Table 4.9 Comparison of Means and P Values between the the Pre-Test and 
Post-Test of the Two Respective Treatment Groups (with inter-language analysis) 
Enhanced Unenhanced P Value (sig. Partial Eta 
Salient of Recast Salient Recast 2-tailed) Squared 
(Mean) (Mean) (sig. 
2-taile(i) 
Pre-Test 1.83 ^ OJl ^ 
Post-Test 9.41 ^ 0.00 0.36 — 
82 
Disambiguating Recasts 
Figure 4,2 Comparison of Means and P Values between the Pre-Test and Post-Test 
of the Two Respective Treatment Groups (with Inter-language Analysis) 
I n Enhanced Salient of 
束 ： - P | | l Recast 
4 • … p H r • Unenhanced Salient ；n T f g i i M 
Pre-Test Post-Test 
Table 4.10 Comparison of Means and P Values between the Pre-Test and Post-Test 
of the Two Respective Treatment Groups (without inter-language analysis) 
Enhanced Unenhanced P Value (sig. Partial Eta 
Salient of Recast Salient Recast 2-tailed) Squared 
(Mean) (Mean) (sig. 
2-tailed) 
Pre-Test 1.69 7 M ^ ^ 
Post-Test 8.83 4.89 0.00 0.38 
Figure 4.3: Comparison of Means and P Values between the Pre-Test and Post-Test 
of the Two Respective Treatment Groups (without Intei^language Analysis) 
' T l - . . . : . . . : 。 淨 ： I 




In conclusion, it is statistically significant that both salient recast and non-salient 
recasts help participants advance from the pre-test to the post-test, which indicates 
that recasts are effective in helping students progress in the developmental stage of 
question formation, regardless of whether the recasts are enhanced salient or not. 
However, when comparing each individual group in terms of their respective 
performance in the pre-test and post-test, it is shown that the enhanced salient recast 
group have significantly higher mean scores and a greater number of participants who 
produce more than half of the correct question forms in the post-test, providing that 
the participants in both groups start at the similar level of proficiency in the pre-test. 
This big contrast implies that the impact of enhanced salient recast is far greater than 
that of the unenhanced salient recasts on participants' advancement in the 
developmental stage of question formation. 
The next research question analyses the impact of different salient of recasts on 
eliciting participants' uptake. 
4.4 Answers to Research Question 2: Do salient recasts provide a higher level of 
successful uptake than non-salient recasts? 
As mentioned in Section 4.3，there are different types of responses to recasts by 
each participant. However, not all the responses can be regarded as ‘uptake’. As 
mentioned in Section 2.5.2, Lyster (1998a; 1998b; 2002) identified ‘repair，and 
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'needs-repair' as two obvious forms that represent students' uptake. According to his 
interpretation, full repetitions, partial repetitions, self-repairs, and overlap (Please 
refer to Table 4.3) are the examples of ‘repair，，while the verbal acknowledgement 
such as positive and negative feedback, modification and original utterance should be 
seen as the examples of 'needs-repair'. Others such as silence, continued task talk 
without any response, and participants' no chance to respond belong to lack of 
responses. In the current study, although participants' asking question which shows 
that they understand what structures are being corrected is not identified by Lyster, it 
is considered as one major type of uptake, as it obviously shows that the participants' 
noticing of what structures are being corrected. Non-verbal responses such as nodding 
and opaque facial expressions are problematic (and have not been identified in the 
previous studies) as it is too difficult to interpret them as one of the ways to signify 
participants' up-taking the recast; therefore, these non-verbal responses are 
subcategorized separately as an opaque form of response in the current study. 
To compare the rate of different categories of uptake of each participant, the total 
sum of the responses that belong to their corresponding categories of uptake is 
divided by the total sum of responses. For example, the rate of uptake in the form of 
‘repair，of each participant is calculated by dividing the total sum of full repetition, 
partial repetition, self-repair and overlap by the total number of responses given by 
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that participant during the three-consecutive-day treatment: 
Rate of Uptake in the Form of 'Repair'of each Participant = 
(Full Repetition + Partial Repetition + Self-repair + Overlap) / 
Total No. of Responses 
Table 4.11 and Figure 4.4 below show the general mean rates as well as the 
P-values of different categories of uptake by all the participants of each respective 
group (Appendix V). According to the table, the difference in the successful uptake 
rate between the two groups is not statistically significant (P = 0.26). When the 
different types of 'uptake' are analyzed separately, it is found that there are almost no 
differences between the two groups in their respective mean rates of needs-repair 
(both of them show 0.1 OM). The enhanced salient recast group gives rise to a higher 
mean rate of repair (M = 0.43) than the unenhanced salient recast group (M = 0.34) 
while the case is opposite when it comes to the category of ‘no response', with the 
unenhanced salient recast group giving rise to the mean rate of 0.30M of no responses 
and the enhanced salient recast group of 0.18M. However, when the differences are 
analyzed with the independent samples t-test, the P-values generated by the SPSS 
programme are not small enough to indicate that the respective differences (P = 0.31 
for ‘repair，，P = 0.13 for ‘no response') are statistically significant. The only type of 
uptake that shows statistically significant difference between the two groups falls into 
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the 'questions', which gives rise to the P - value of 0.01. 
In sum, it is true that the enhanced salient recast group does show a higher mean 
rate of 'repair' and a lower mean rate of ‘no response'; however, the difference is not 
statistically significant. The current study also shows that the enhanced salient recast 
group does not necessarily demonstrate more successful uptake than the unenhanced 
salient recast group does, nor does it generate what Lyster (1998，2002) defined as a 
'lower uptake rate' than the unenhanced salient recast group does. In other words, 
there is no significant relationship between the saliency of recasts and the successful 
uptake rate. Interestingly, the only big contrast in terms of the mean rate of responses 
given by the two groups falls into the category of questions, which seems to be 
logically plausible since the more salient the recast is, the higher the chance for the 
participants to be aware of the strangeness of the new structure emerged in the 




Table 4,11 Comparison between the Mean Rates and the P-Values of Different 
Types of Uptake of the Enhanced-Salient Recast Group and the Unenhanced 
Salient Recast Group 
Enhanced Salient Unenhanced P - Values 
of Recast Salient of Recast Sig. (2 tailed) 
(Mean rate) (Mean Rate) 
Repair ^ ^ ^ 
Needs-Repair 0.10 0.10 0.85 
^ Question ^ ^ ^ 
Total Uptake: Repair 0.55 0.45 0.26 
+ Needs Repair + 
Question 
Non-verbal Response 0.27 0.25 0.83 
No Response 0.18 ^ ^ 
Figure 4,4: Comparison between the Mean Rates of Different Types of Uptake of 
the Enhanced-Salient Recast Group and the Unenhanced Salient Recast Group 
. L L ； 广 遍 I OEnhanced Salient of 
二 邏 ^ ^ ^ ^ I T . d a n c e d SaHent 
20 i ： ？ 二 贼 o f R e c a s t t t H t E i t l l Repair Question Uptake 
After providing the general mean rates of different types of uptake of each of the 
recast group, in the next section, the relationship between these different types of 
responses and the extent of advancement in the post-test will be explored. 
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4.5 Answers to Research Question 3: Is there any relationship between the level 
of successful uptake of recasts and learners' advancement in the developmental 
stage of question formation? 
To compare the relationship between the level of different types of uptake and 
learners' advancement in the developmental stage of question formation, the mean 
rate of different types of uptake and the difference between the general mean scores of 
the post-test and pre-test are compared by using the Pearson Correlation in the SPSS 
programme (Appendix VI). It should be noted that correlation is only significant at 
the level of 0.05 (2-tailed). As the aim of the current research question is to find out 
whether successful uptake help participants notice the general structure of the 
question of the next developmental stage, only the tests with inter-language coding 
are considered in the analysis. 
Table 4.12 shows the Pearson Correlation between the advancement from the 
pre-test to the post-test of all the participants and the mean rates of different types of 
uptake. As shown in the table, the mean rates of 'repair', 'needs-repair' and 'question' 
shows positive correlations with participants' improvement from the pre-test to the 
post-test whereas the correlations between the mean rates of 'non-verbal responses' 
and ‘no responses' and the rate of improvement are negative. Furthermore, only the 
correlations between the mean rate of ‘repair，and the rate of improvement as well as 
the mean rate of ‘no response' and the rate of improvement are significant at P = 0.03 
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level and P = 0.00 levels respectively. It seems to imply that the more frequently the 
participants respond in the form of 'repairs', the higher the rate of improvement they 
have as indicated by the post-test scores. In contrast, if they produce more ‘no 
response’，their advancement rate is less salient in the post-test. 
Table 4,12: The Pearson Correlation between the Rate of Advancement from the 
Pre-Test to the Post-Test and Different Types of Uptake of Both Groups 
Improvement (Post-Test -- Pre-Test; with 
Inter-language Analysis) 
Mean Rate of Repair * Pearson: 0.28 ； Sig. (2-tailed) 0.03 
Mean Rate of Needs-Repair Pearson: 0.16; Sig. (2-tailed) 0.29 
Mean Rate of Question Pearson: 0.236 ； Sig. (2-tailed) 0.08 
Mean Rate of Non-verbal Pearson: -0.04 ； Sig. (2-tailed) 0.78 
Response 
Mean Rate of No Response * Pearson: -0.40 ； Sig. (2-tailed) 0.00 
* Correlation is only significant at the level of 0.05 (2-tailed) 
However, if the enhanced salient recast group and the unenhanced salient recast 
group are analyzed separately, different results will be generated. As shown in Tables 
4.13，the unenhanced salient recast group shows significant correlations between the 
mean rate of 'repair' and the rate of improvement (P = 0.02) as well as between the 
mean rate of ‘no response' and the rate of advancement (P = 0.02)，which seems to be 
in line with the previous results when both groups are considered in the analysis. In 
other words, for the unenhanced salient recast group, the level of successful uptake in 
the form of 'repair' is significantly correlated to the rate of improvement, and the 
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lower the rate of response to recasts are generated by the participants, the less salient 
the rate of improvement it is as shown in the post test. 
Table 4.13: The Pearson Correlation between the Rate of Advancement from the 
Pre-Test to the Post-Test and Different Types of Uptake of the Unenhanced Salient 
Recast Group 
Improvement (Post-Test-Pre-Test; with 
Inter-language Analysis) 
Mean Rate of Repair * Pearson: 0.57 ； Sig. (2-tailed) 0.02 
Mean Rate of Needs-Repair Pearson: 0.25 ； Sig. (2-tailed) 0.22 
Mean Rate of Question Pearson: -0.40 ； Sig. (2-tailed) 0.84 
Mean Rate of Non-verbal Pearson: -0.25 ； Sig. (2-tailed) 0.22 
Response 
Mean Rate of No Response * Pearson: -0.46 ； Sig. (2-tailed) 0.02 
* Correlation is only significant at the level of 0.05 (2-tailed) 
Surprisingly, as shown in Table 4.14，none of the mean rate of uptake shows 
significant correlation with participants' advancement in the enhanced salient recast 
group. In other words, if the recasts delivered to the participants are salient, there is no 
clear relationship between the level of successful uptake in the form of repairs and the 
rate of improvement. Furthermore, it is also not statistically significant to conclude 




Table 4,14: The Pearson Correlation between the Rate of Advancement from the 
Pre-Test to the Post-Test and Different Types of Uptake of the Enhanced Salient 
Recast Group 
Improvement (Post-Test-Pre-Test; with 
Inter-language Analysis) 
Mean Rate of Repair Pearson: -0.2 ； Sig. (2-tailed) 0.33 
Mean Rate of Needs-Repair Pearson: 0.23 ； Sig. (2-tailed) 0.24 
Mean Rate of Question Pearson: 0.05 ； Sig. (2-tailed) 0.79 
Mean Rate of Non-verbal Pearson: 0.19 ; Sig. (2-tailed) 0.32 
Response 
Mean Rate of No Response Pearson: -0.10 ; Sig. (2-tailed) 0.63 
To answer the current research question, Pearson Correlation is once again 
used to analyze whether there is any correlation between the mean rate of 
advancement and the mean rate of successful uptake (mean rate of 'Repair' + mean 
rate of 'Needs-Repair' + mean rate of 'Questions'). Table 4.15 shows the Pearson 
Correlation between the rate of uptake and the rate of improvement from the pre-test 
to the post-test of both groups, the enhanced salient recast group and the unenhanced 
salient recast group. When both groups are taken into account during the analysis, the 
correlation between the successful uptake rate and the rate of improvement is 
significant (P = 0.01) whereas the mean rate of ‘no response' also demonstrates a 
significantly negative correlation with the rate of improvement (P = 0.00). However, 
when the two groups are analyzed separately, only the unenhanced salient recast 
group demonstrates a significant correlation between the rate of uptake and the rate of 
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advancement (P = 0.00) while the enhanced salient recast group does not. Similarly, 
only the unenhanced salient recast group gives rise to a significant negative 
correlation (p = 0.02) between the mean rate of 'no response' and the rate of 
improvement. 
Table 4.15: Correlation between the Rate of Advancement from the Pre-Test to the 
Post-Test and Mean Rate of Uptake (Repairs, Needs-Repairs and Questions) 
Mean Rate of Uptake Mean Rate of No Responses 
vs. Improvement vs. Improvement 
Both Groups * Pearson: 0.36; * Pearson: -0.40; 
Sig. (2-tailed): 0.01 Sig. (2-tailed): 0.00 
Enhanced Salient of Pearson: -0.07; Pearson: -0.10; 
Recast Group Sig. (2-tailed): 0.72 Sig. (2-tailed): 0.63 
Unenhanced Salient of * Pearson: 0.60; * Pearson: -0.46; 
Recast Group Sig. (2-tailed): 0.00 Sig. (2-tailed): 0.02 
* Correlation is only significant at the level of 0,05 (2-tailed) 
In sum, there is generally positive correlation between the rate of uptake and 
participants' advancement from the pre-test to the post-test, and this correlation is 
especially significant for the rate of uptake in the form of repairs. On the other hand, 
there is a negative correlation between the rate of no response and the participants' 
advancement. However, these correlations are only limited to the unenhanced salient 
recast group. For participants in the enhanced salient recast group, they show 
improvement regardless of whether the participants shows uptake or not. In fact, this 
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result may also be accounted by the participants' ability to recall the corrected 
structures during the interview before the post-test. 
As shown in Tables 4.16 and 4.17，most participants (N = 23) in the enhanced 
salient recast group are able to recall what the target structures are being corrected 
during the treatment. On the other hand, only around half of the participants (N = 12) 
show their ability to recall the corrected structures whereas nearly one-third of the 
participants (N = 9) failed to do so. To certain extent, the results of the interview 
imply that most participants are able to notice what structures the interlocutor is 
targeting at during the recasts in the enhanced salient recast group while this is not the 
case for the unenhanced salient recast group. 
Table 4.16: Participant Ability to Recall the Corrected Structure in the Enhanced 
Salient Recast Group 
No. of Participants (Total = 29) 
Able to Recall the Structures ^ 
Not Able to Recall the Structures 2 
Partially Able to Recall the Structures 4 
Table 4,17: Participant's Ability to Recall the Corrected Structure in the 
Unenhanced Salient Recast Group 
No. of Participants (Total = 26) 
Able to Recall the Structures H 
Not Abie to Recall the Structures 9 
Partially Able to Recall the Structures 5 
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To understand more whether the successful uptake enhance participants' ability 
to recall the corrected structure in the unenhanced salient recast group, the data of the 
group was entered separately into the SPSS programme and the difference of the 
mean rates of uptake and 'no response' between the participants who are able to recall 
the corrected structure and those who fail to recall the target forms was compared 
(Appendix VII) and the result is shown in Table 4.18. As shown below, most 
participants in the unenhanced salient recast group have a higher uptake rate (M = 
0.67) than those who fail to recall the corrected structures (M = 0.28) with the P-value 
of 0.01，whereas those participants who show higher rate of ‘no response' usually fail 
to recall the structure (M = 0.51). 
4,18: The Relationship between Mean Rates of Uptake and No Response and the 
Participants * Ability to Recall the Corrected Structures (with the P-values) 
Able to Unable to P-values Partial Eta 
Recall the Recall the (sig. l-tailed) Squared 
Corrected Corrected (sig. 2-tailed) 
Structures Structures 
Mean Rate of 0.68 M 0.28 M 0.01 0.34 
Uptake 




In conclusion, the relationship of the saliency of recasts, the rate of uptake and 
participants' rate of advancement is a complicated issue in the sense that the different 
saliency of recasts has a significant effect on the correlation between the participants' 
rate of uptake and their rate of advancement in the post-test. While the participants in 
the salient recast group are able to recall the corrected structures, the correlation 
between their successful uptake rate and the rate of advancement in the post test is not 
significant, indicating that a high uptake rate does not necessarily play a major role in 
enhancing participants' awareness of the corrected structure. However surprisingly, in 
the unenhanced salient recast group, despite the fact that only half of the participants 
are able to recall the corrected structures, the correlation between the rate of uptake 
and the rate of advancement is significant. In fact, participants in the unenhanced 
salient group who are able to recall the corrected structures usually demonstrate a 
higher uptake rate in the form of repairs while those who fail to recall usually show no 
response in reaction to recasts. This complicated relationship of the saliency of recasts, 
participants' ability to recall the corrected structures, the rate of uptake and the 
participants' rate of advancement will be further explained in Chapter Five. 
In the next section, whether the effect of both groups of recasts on the 




4.6 Answers to Research Question 4: Is the effect of salient and non-salient 
recasts on the advancement in the developmental stage of question formation 
long-lasting, as shown from the result in the delayed post test? 
In the discussion of research question 1，it was shown that both salient recasts 
and non-salient recasts help students advance to the next developmental stage of 
question formation. The current research question aims at examining whether this 
significant effect is long-lasting, as shown from the result in the delayed post test. 
As shown in Table 4. 5 and 4.6 on Page 76，the enhanced salient recast group 
gains the mean score of 7.04M in the delayed post-test, which is significantly 
different from the results of the pre-test (P = 0.00)，which shows that the advancement 
of the group is still significant in the delayed post-test when compared to the pre-test. 
This salient improvement from the pre-test to the delayed post-test (P = 0.00) is still 
true even if the inter-language coding is not considered. However, if the difference 
between the mean scores of post-test and delayed post-test is compared, the P-value is 
also very significant (P = 0.00)，which implies that although the participants' 
advancement is very salient when compared to the pre-test, the retention of the 
sustainability of the target structure from the post-test to the delayed post-test is also 
quite low. On the other hand, the unenhanced salient recast group also shows a 
significant difference between the mean scores of the pre-test and the delayed 
post-test (P = 0.00 for both with or without inter-language analysis). However, 
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different from the enhanced salient recast group, the regression from the post-test to 
the delayed post-test is not significant at all, as the P-values are 0.86 and 0.74 for the 
analysis with inter-language analysis and without inter-language coding respectively. 
More importantly, the effect sizes demonstrated by the analysis of the difference 
across the three tests are large for both groups, with enhanced salient recast group 
showing 0.95 partial eta squared and unenhanced salient recast group showing 0.66， 
which indicates that all the P-values mentioned above are statistically important. 
The mean scores of the delayed post-test of both groups are compared as well by 
(Appendix VIII) of the SPSS programme, and the result is shown below in Tables 
4.19 and 4.20. 
/ 
Table 4,19 Comparison of Means and P Values between the Enhanced Salient of 
Recasts and the Unenhanced Salient Recasts in their Performance of Pre-Test and 
Delayed Post-Test (with inter-language analysis) 
Enhanced Unenhanced P Value (sig. Partial Eta 
Salient Recast Salient 2-tailed) Squared (sig. 
Recast 2-tailed) 
Pre-Test 1.83 ^ ^ ^ 




Table 4.20 Comparison of Means and P Values between the Enhanced Salient 
Recasts and the Unenhanced Salient Recasts in their Performance of Pre-Test and 
Delayed Post-Test (without inter-language analysis) 
Enhanced Unenhanced P Value (sig. Partial Eta 
Salient Recast Salient Recast 2-tailed) Squared (sig. 
2-tailed) 
Pre-Test 1.69 ^ ^ ^ 
Delayed 6.71 4.84 0.01 0.13 
Post-Test 
From the two tables, it is shown that the mean scores are significantly different 
(P = 0.01) in the delayed post-test when the inter-language analysis is not considered 
and the difference in the mean scores of the delayed post-test of the two groups (P = 
0.07) is just below the border line to be statistically significant when the 
inter-language analysis is considered. However, the strength of the P-values are very 
weak, as the values of the partial eta squared are only 0.13 (without inter-language 
analysis) and 0.06 (with inter-language analysis) respectively, which shows that 
although the impact of the salient recasts on participants' performance in the delayed 
post-test is still greater than that of the unenhanced salient recasts, the degree of this 
difference is not statistically convincing, as shown by the small effect size. 
To sum up, both groups show a long-lasting advancement of question formation 
from the pre-test to the delayed post-test, and the advancement of the enhanced salient 
recast group in the delayed post test is still greater than that of the unenhanced salient 
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recast group; however, the degree of the difference in this impact is not statistically 
convincing. Meanwhile interestingly, the retention rate from the post-test to the 
delayed post-test of the enhanced salient recast group is significantly lower than that 
of the unenhanced salient recast group as the latter group nearly shows no regression 
at all. These results indicate that both types of recast are able to induce significant 
long-lasting language advancement when compared to their initial stage of question 
formation, but the effect of the saliency of recasts after two weeks is far weaker than 
its instant effect on participants' performance in the immediate post-test, whereas the 
instant impact of the unenhanced salient recast group is shown to have higher 
performance in the delayed post-test after two weeks. 
In the next section of conclusion, the answers to the research questions will be 
summarized and discussed in the next chapter. 
4.7 Conclusion 
So far, four major important findings can be concluded in the current study: 
1. Both enhanced salient recasts and unenhanced salient recasts help participants 
significantly advance in the developmental stage of question formation, but the 
impact of the enhanced salient recast is relatively stronger, as shown by the 
significantly higher mean score in the post-test. 
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2. There are five major categories of responses recorded in the current study. They 
are 'repair', 'needs-repair', 'question', 'non-verbal response' and ‘no response', 
and only ‘repair，，'needs-repair' and ‘question’ are considered as ‘uptake，. 
However, there is no significant difference in the rate of 'uptake' between the 
enhanced salient recast group and the unenhanced salient recast group. The only 
significant difference between the two groups falls into the mean rate of uptake in 
the form of 'question'. 
3. Generally, there is significant correlation between the mean rate of 'uptake' and 
the mean rate of improvement from pre-test to post-test as well as between the 
mean rate of 'no response' and the rate of improvement. The higher the uptake 
rate, the greater the advancement; on the contrary, the higher the rate of ‘no 
response', the lower the advancement. However, when the enhanced salient recast 
group and the unenhanced salient recast group is examined separately, it is found 
that these correlations are only limited to the unenhanced salient recast group, and 
among so many types of uptake, only the mean rate of uptake in the form of 
repairs shows significant correlation with the rate of improvement. Moreover, 
those participants in the unenhanced salient recast group who are able to recall the 
corrected structures also demonstrate a significantly higher mean rate of ‘uptake， 
and lower mean rate of ‘no response' than those who fail to recall the structures. 
101 
Disambiguating Recasts 
On the other hand, despite the fact that nearly all participants are able to recall the 
corrected structures in the enhanced salient recast group, there is no significant 
correlation between the mean rate of any type of the uptake and the rate of 
improvement. 
4. Lastly, the effect of both types of the recasts on the participants' advancement in 
the developmental stage of question formation is significantly long-lasting when 
compared to their initial stage of language performance. However, the retention 
rate from the post-test to the delayed post-test of the enhanced salient recast group 
is also lower than that of the unenhanced salient recast group, which indicates that 
the effect of the saliency of recasts after two weeks is far weaker than its instant 
effect on participants' performance in the immediate post-test. 
Together with the theoretical framework discussed in Chapter Two, these four 
major findings will serve as the center issues in the next chapter for the discussion 
about the issues of the saliency of recasts, students' uptake of recasts, students' 
noticing of the recasts as well as the impact of recasts on students' long-lasting 






After examining the statistical results in the previous chapter, the current chapter 
aims at providing a full interpretation of what the implication is behind these results. 
There are two main sections in this chapter. First, a thorough discussion about the 
findings of each research question will be provided in reference to the statistical 
evidence of the current study as well as the SLA literature reviewed previously. 
Afterwards, the overall relationship between the saliency of input, learners' responses 
learners' noticing and long term effectiveness of input will be explored as the main 
theme in the second section. 
5.2 Discussion about each Research Question 
There are altogether four research questions in the current study; they are: 
1. What is the relative impact of salient and non-salient recasts on the advancement 
in the developmental stage of question formation? 
2. Do salient recasts provide a higher level of successful uptake than non-salient 
recasts? 
3. Is there any relationship between the level of successful uptake of recasts and 
learners' advancement in the developmental stage of question formation? 
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4. Is the effect of salient and non-salient recasts on the advancement in the 
developmental stage of question formation long-lasting, as shown from the result 
in the delayed post test? 
In this section, discussion about each research question will be provided 
separately with reference to the results of the literature review as well as the empirical 
data collected in the current study: 
5.2.1 What is the relative impact of salient and non-salient recasts on the 
advancement in the developmental stage of question formation? 
In the SLA literature, recasts are always defined as implicit negative feedback 
during task-based interaction between teachers and students. The effectiveness of 
recasts as the corrective role in promoting L2 learners' advancement, however, 
arouses a lot of disputes among different SLA scholars. Some people claim that 
recasts are effective in the sense that they simultaneously provide information about 
what is and what is not acceptable by juxtaposing the incorrect and correct utterances, 
which allows the learners to compare the two forms side by side (Long, 2007)，and 
might play a more significant role in SLA than positive evidence. In fact, many 
studies (Doughty & Varela，1998; Han, 2001; Long et al, 1998; Iwashita, 2003; 
Leeman, 2003; Loewen and Philp, 2006; Mackey and Philp, 1998) have successfully 
demonstrated the positive impact of recasts on L2 development. However, recasts 
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exist as many different forms such as declarative recasts, interrogative recasts et 
cetera (Lyster, 1998)，and it is this great diversity casts ambuiguity on recasts to both 
learners and teachers during task-based interaction. As a result, instead of asking 
whether recasts are effective for L2 acquisition, how to modify the nature of recasts to 
maximize its effectiveness becomes a more important issue to be examined in the 
recent SLA literature (Nicholas et al, 2001; Ellis and Sheen, 2006; Long 2007) 
It has been suggested that recasts can affect the salience of the target linguistic 
forms (Farrar, 1990; Long, 1996; Long et al., 1998; Nelson, 1987; Saxton, 1997) since 
"the salience of the different element is enhanced when two slightly different 
utterances are juxtaposed" (Leeman, 2003: 45). Therefore, one of the proposals of 
reducing the ambiguity of recasts, perhaps, is to enhance their saliency so as to draw 
more alertness from the learners to the corrected target structure. "Focused recasts", 
which are more "consistent, intensive, and addressing fewer targets in international 
focus" (Long, 2007: 97)，was incorporated into the instrumentation of Doughty and 
Varela's study (1998), and it was found that the group which received focused recasts 
outperformed the control group in language performance after six weeks' treatment. 
In the current study, salient recasts were incorporated into the three-day 
task-based interaction, and were compared with non-salient recasts for their 
effectiveness in the advancement on the developmental stage of question formation. 
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As shown by the results of the statistical analysis, both salient and non-salient recast 
groups scored considerably low marks in the pre-test (salient recast: 1.83M; 
non-salient recast: 2.54M) and performed significantly better in the post-test (salient 
recast: 7.04M; non-salient recast: 5.56M; P = 0.00) after the three-day treatment 
sessions; in other words, both salient and non-salient recasts were demonstrated to 
have a significant role in promoting L2 advancement, which conformed to the 
findings of most pervious empirical studies (Doughty and Varela, 1998; Han 2002; 
Iwashita, 2003; Mackey & Philip，1998; Long et al，1998; Leman, 2003) in that the 
recast groups outperformed other types of corrective feedback and the control groups 
that did not receive any types of feedback. 
Besides demonstrating that both types of recasts have significant impact on 
language advancement in the current study, it was also worthy examining whether the 
different saliency of recasts has a different impact on L2 advancement. When 
comparing the relative impact of the salient and non-salient recasts on L2 
advancement, it is shown that salient-recast group outperformed non-salient recast 
group significantly with the P-value = 0.00, which demonstrates that enhancing 
saliency of recasts may maximize the effect of drawing attention of learners to the 
corrected target structures so that learners can easily compare the slight difference 
between their non-target structures in their original utterance and the target structures 
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appearing in the subsequent recasts, thus leading to greater L2 advancement. 
Recasts have been criticized for their ambiguous role to both the teacher and 
learners. Some think that despite the high utility rate of recasts by teachers in second 
language teaching classrooms (Braidi, 2002; Morris, 2002; Lyster, 1998a; Richardson, 
1995)，learners may not be able to notice their existence and the corrected structures 
(Lyster, 1997，1998 a, b，and 2002). However, triggered by the idea from Leeman 
(2003) that the significant role of recasts may be due to the fact that they provide a 
more enhanced salience form of positive evidence, enhancing the saliency of recasts 
to a greater extend may be one of the solutions to the ambiguous role of recast, thus 
drawing more learners' more attention to the target structures. Focused recasts 
employed in Doughty and Varela's study (1998) were successfully demonstrated to 
have a potential acquisition advantage over the control group; however, it has not 
been shown whether they outperformed the normal recasts. To examine whether 
enhanced salient recasts possess greater acquisitional potential than those with 
unenhanced saliency, the comparison between the improvement rate from pre-test to 
post-test of the two types of recasts is made in the current study, and the empirical 
evidence has successfully shown that the enhanced salient recasts outperformed the 
non-salient ones, which shows that enhancing the saliency of recasts can disambiguate 
recasts, thus leading to greater learners' advancement on language learning. 
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5丄 2 Do salient recasts provide a higher level of successful uptake than non-salient 
recasts? 
One of the greatest controversial arguments against the role of recast in SLA 
is whether learners can successfully uptake the recasts delivered to them during 
task-based interaction. According to Lyster (1998a, 1998b，2002), two obvious ways 
that signify students' uptake are repair and needs-repair. Repairs include repetition or 
incorporation while needs-repairs include acknowledgement, same error, different 
error, off-target, hesitation, and partial repair. 
In the current study, it is interesting to find that participants' types of responses 
showed much more variation than what Lyster recorded. There were full and partial 
repetition, self-repair, overlap, question, positive and negative verbal 
acknowledgement, original utterance, modification, nodding, opaque facial expression, 
silent, continued task talk and participants' no chance to response due to interlocutor's 
interruption. In the current study, full repetitions, partial repetitions, self-repairs, and 
overlap (Please refer to Table 4.3) are the examples of ‘repair，，while the verbal 
acknowledgement such as positive and negative feedback, modification and original 
utterance should be seen as the examples of 'needs-repair'. Others such as silence, 
continued task talk without any response and participants' no chance to respond 
belong to lack of responses. Although participants' asking questions showing that they 
understand what structures are being corrected, is not identified by Lyster, it is 
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considered as one major type of uptake, as it obviously shows that the participants' 
notice of what structures are being corrected. Non-verbal responses such as nodding 
and opaque facial expressions have not been identified in the previous studies and it is 
also very difficult to determine whether they signify participants' up-take the recast; 
therefore, these non-verbal responses are subcategorized separately as an opaque form 
of response in the current study: 
Table 5,1: Categorization of Different Types of Reponses 
Uptake Repair + Needs-Repair +Questions 
Opaque Responses Nodding + Opaque Facial Expressions 
No Response Silent + Continued Task Talk + No 
Chance to Respond 
Interestingly, despite the fact that the total mean rate of 'silent' was quite high (M 
=0.18)，the highest mean rate of responses shown by the participants in the current 
study belongs to full repetition (M = 0.23). Partial repetition also shows a high mean 
rate at M = 0.11. In fact the total mean rate of uptake (M = 0.49) for the both groups 
are double of the total mean rate of ‘No response’ (M = 0.24). The results of the 
current study contradicts what has been found in Lyster's study (1997, 1998 a, b, and 
2002) In Lyster's studies, learners seldom repeated or incorporated the recasts into 
their subsequent utterances; however, in the current study, learners preferred repeating 
what they have heard after being recasts. 
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The differences between learners' responses of the current study and those 
Lyster’s studies may once again provide a strong doubt about using ‘low level of 
repairs' as one of the opposing reasons to argue against the acquisitional potential of 
recasts because learners' ways of responses to any feedback from teachers is actually 
highly dependent on individual differences. What is more interesting is that even 
when the mean rate of uptake (Repairs + Needs-Repairs + Questions) of salient 
recasts group and that of non-salient recast group was examined separately, there was 
no significant difference between each other as well (P = 0.26). The statistical result 
of the current study is a striking one because many (Doughty and Varela, 1998; Ellis, 
2006; Long, 2007) have argued that as recasts elicit few instances of uptake, perhaps 
by enhancing saliency of recasts, the problem of low uptake rate may be greatly 
reduced. However, as shown form the current study, recasts seemed to be quite 
successful in eliciting students' uptake regardless of their saliency. Interestingly, the 
results of the current study indicate that the responses given by students to recasts 
may be highly dependent on individual difference and the saliency of recasts does not 
offer any significant impact on promoting students' repairs / needs-repairs of recasts. 
According to some of the SLA literature (Lyster, 1997，1998 a, b，and 2002), the 
uptake rate may affect the acquisitional potential of recasts. However, it seems that 
this is not a case in the current study. As mentioned previously, enhancing the saliency 
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of recasts in the current study cannot offer any great help in promoting students' 
uptake of recasts. However, as revealed in research question one, the acquistional role 
of recast is highly affected by its saliency, as the advancement of the language 
performance of the salient recast groups is far more significant than the non-salient 
recasts group. This imposes an important question: can rate of uptake be the only 
indication of learners' noticing to recasts? In the current study, it seems that rate of 
uptake mean may have nothing to do with helping students notice the recasts and 
leading to advancement in their language performance. One way to explore this 
question is by examining the relationship between the rate of uptake and the rate of 
improvement is, perhaps, by examining Pearson correlation between the rates of 
repairs / needs repair and the improvement rate in SLA, which will be explored in the 
discussion of the next research question. 
5.2.3 Is there any relationship between the level of successful uptake of recasts and 
learners' advancement in the developmental stage of question formation? 
In the L2 literature, it is often argued that whether L2 learners successfully 
acquire the target structures depends greatly on whether the perceived input has been 
converted to intake. Recasts are always seen as one type of implicit negative evidence 
of linguistic input, and some propose (Lyster, 1997; 1998; 2002) that one way to show 
students' uptake of recast is by their responses --- repair or needs-repair. If students 
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are able to give verbal responses such as repetition or verbal acknowledgement, it can 
at least show that learners have been aware of the recasts at the course of conversation, 
which is very essential for encoding the memory and memory storage in the course of 
learning, thus leading to students' advancement in their language performance. 
However, as mentioned in the discussion of the previous research question, there is a 
significant difference in the language advancement between the salient recast group 
and the non-salient recasts group despite their little difference in their uptake rate, 
which leads to an important research question: Is there any relationship between the 
rate of uptake and the rate of improvement in language performance? 
The relationship between students' responses and the utility of recasts has been 
discussed in the SLA literature as well. Lyster and Ranta (1997) found that recasts 
provided during task-based interaction are generally not repeated and rarely elicited 
self-modification by the learners; however, this does not mean that learners are not 
able to notice the recasts, and their study did not employ any pre-test and post-test 
design to further explore their relationship neither. In fact, as various researchers have 
observed, (Long, 1996; Mackey et al, 1999)，the great variation of the different types 
of responses delivered by learners after being recast also makes it difficult for teachers 
to identify whether learners who respond to the recast were actually perceiving recasts 
as an important L2 input or just responding to the corrections unconsciously, thus 
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suggesting that there is not necessarily any relationship between learners' perception 
and L2 development. There are also only limited amount of researches which showed 
whether there is a correlation between the frequency of repair and the improvement in 
SLA. Although Mackey and Philip (1998) have tried to explore the role of learners' 
responses to recasts, and found that recasts may be still beneficial for short term IL 
development even though they are not incorporated in learners' immediate responses 
(53% simply continued task talk; 5% modified), Pearson correlation between the 
uptake rate and improvement rate was not adopted in their study. 
To examine whether uptake really helps students notice the target structures, thus 
helping convert input into intake and leading to greater L2 advancement, the Pearson 
correlation between the rate of uptake and the improvement rate from the pre-test to 
post-test of the participants of the current study was calculated. From the statistical 
findings, it is shown that there is significant correlation between the rate of uptake and 
the rate of improvement (Pearson = 0.36; P value = 0.01)，and that there is significant 
negative correlation between the rate of 'no response' and the rate of improvement 
(Pearson = - 0.4; P value = 0.00). It seems to indicate that repairs / needs repairs really 
play a crucial role in the acquisitional potential of recasts, but this does contradict the 
findings of the previous research questions, as there is significant difference in 




However, when the salient recast group and non-salient recast group are 
examined separately, there are different results. The salient recast group shows that 
there is no correlation between the rate of uptake (Pearson = - 0.07; P-value = 0.72) as 
well as the rate of ‘no response' and the rate of improvement (Pearson = - 0.10; 
P-value = 0.63)，and it is the non-salient recast group that shows the significant 
positive correlation between the rate of uptake and the rate of improvement (Pearson 
=0.60; P-value = 0.00) as well as the significant negative correlation between the rate 
of ‘no response' and the rate of improvement (Pearson = - 0.46; P-vale =0.02). More 
interestingly, the significant correlation between the rate of uptake and the rate of 
improvement of the non-salient group is mainly attributed to the high rate of repairs, 
as it is demonstrated that the relationship between the rate of repair and the rate of 
improvement gives rise to a significant correlation (Pearson = 0.57; P-value = 0.02) 
whereas there is no such significant correlation for other types of uptake. 
These results indicate that the relationship between saliency of recasts, rate of 
uptake and the acquisitional potential of recasts is a complicated issue. It seems that 
for the enhanced salient recast group, the interlocutor herself is playing the major role 
in drawing students' alertness to the target structures. In other words, no matter 
whether the students give responses or not, the enhanced salient recast given by the 
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interlocutor is already 'powerful' enough to drive students to attend to the target 
structure, thus leading to a higher improvement rate. On the other hand, for the 
non-salient recast group, students need to depend on themselves to 'notice' the 
corrected structures, and their 'noticing' is also represented by the higher rate of 
repairs, that is, by repeating the recasts or self-corrections. 
The acquisitional potential of recast has been criticized in the SLA literature due 
to learners' low rate of responses to recasts. However, it is also difficult for teachers to 
understand learners' on-line thinking process during the course of conversation, and 
there has been so far little empirical study exploring the correlation between the rate 
of improvement and the rate of uptake. The Pearson correlation obtained in the 
current study has successfully shown that when recasts are ‘salient，enough for 
learners to notice with high consciousness, the rate for learners giving responses are 
highly dependent on individual preferences. Some learners may show 
acknowledgement while some may not really show off their successful noticing 
through any verbal responses. In other words, the ways that signify their noticing of 
the target structures have great variation and depend highly on individual preference; 
therefore, there is no significance correlation between learner's responses and their 
ability to notice the corrected structures. On the contrary, for those participants in the 
unenhanced salient recast group, as the recast itself is too ambiguous for learners to 
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notice, learners have to greatly depend on themselves to attend to the corrected 
structures. As a result, once they notice what have been corrected, they may be more 
conscious of the correcting value of recast, and tend to repeat the recast themselves. In 
other words, learners' repetitions are one major signification of learners' noticing of 
the correcting value of teacher's feedback if the feedback itself is not salient enough. 
5,2.4 Is the effect of salient and non-salient recasts on the advancement in the 
developmental stage of question formation long-lasting, as shown from the result in 
the delayed post test? 
One of the questions about the significant role of recasts in SLA is whether its 
effects of recasts are long-lasting. Some of the studies (Doughty and Varela, 1998; 
Han, 2001; Iwashita, 2003; Leeman, 2003; Loewen and Philp, 2006; Mackey and 
Philp, 1998) have employed delayed post test to examine whether the language 
advancement achieved via recasts is long-lasting. However, the results are still 
inconclusive. Some of them (Doughty and Varela, 1998; Loewen and Philp, 2006; 
Mackey and Philp, 1998) are able to demonstrate the long-lasting effect of recasts on 
language advancement whereas others (Han, 2001; Leeman, 2003) show a general 
diminishing effect of recasts on language performance when compared to the 
immediate post test. 
In view of this, a two-week delayed post-test was employed in the current study. 
As shown from the statistical results, the effect of both types of the recasts on the 
participants' advancement in the developmental stage of question formation is 
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significantly long-lasting when comparing the results of pre-test and two 
week-delayed post test (Salient recast, P-value = 0.00; Non-salient recast, P-value = 
0.00). It seems to echo some previous studies (Doughty and Varela, 1998; Loewen 
and Philp, 2006; Mackey and Philp, 1998) that the impact of recasts on language 
advancement can be long-lasting. Although the mean scores (M = 7.04) of the salient 
recast group in the delayed post-test is higher than that of the non-salient recast group 
(M = 5.60)，it is not logical to conclude that salient recasts induce a more long-lasting 
effect on language advancement than non-salient recasts because the mean scores of 
the post-test of the salient recast group (M = 9.46) is originally much higher than that 
of the non-salient recast group (M = 5.70). It is, therefore, more plausible to take into 
consideration of the difference in the rate of regression from the post test to the 
delayed post test between the two groups. Interestingly, it is found that the regression 
of the mean scores from the post-test to the delayed post-test of the enhanced salient 
of recast group (P - value = 0.00) is significantly greater than that of the unenhanced 
salient of recast group (P - value = 0.74), which indicates that the effect of the 
saliency of recasts after two weeks is far weaker than its instant effect on participants' 
performance in the immediate post-test, and that the non-salient recast group seems to 
be able to retain the target structures in their long-term memory more successfully. 
This is an interesting finding because it is supposed that salient recasts are able to 
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enhance noticing, which in turn help raising conscious awareness in working memory 
that facilitates restructuring in long term memory (Robinson, 2003). 
This contradiction may be accounted by learners' individual differences. As 
mentioned in Chapter Two, section 2.7，Schmidt (1990) identifies six factors that 
enhance noticing: input frequency, input saliency, instruction, individual differences 
in processing ability, individual's readiness to notice, and task demands. Skehan (1998) 
identifies one more factor, that is, the selective effects of tasks, which also affects 
learner's noticing to the linguistic input. In the current study, it was already 
demonstrated in research question one that saliency of recasts did have positive 
impact on learners' noticing to the input, which was reflected in learners' success in 
recalling the corrected structures in the verbal reports and their higher performance in 
the immediate post-test. However, in order to send the noticed information to the 
working memory and restructure them in the long term memory, a higher level of 
conscious awareness is needed, but as reflected from the significant regression rate 
(P=0.00) of the delayed post test of the salient recast group, it seems that saliency of 
recast does not play a crucial role in promoting learners' noticing to a higher level of 
conscious awareness. Given the condition of the current study that both groups 
receive the same type of tasks, treatments, and are both ready for the acquisition of 
the next stage of question formation, the only accountable factor for the contradictory 
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finding of current research question may be due to the individual difference in 
language processing. In fact, Robinson (1996，1997) conducted studies which 
examine the relationship between learners' language learning aptitude and language 
advancement during incidental learning of a previously unknown L2 by Japanese 
learners. Surprisingly, he found that language learning aptitude did not correlate 
significantly with learning in the incidental learning condition of the immediate 
post-test, but it did positively predict six-month delayed post-test performance on the 
sentence production on some word-ordering tasks. Robinson's studies (1996, 1997) 
demonstrates that individual difference such as language learning aptitude may be one 
important factor that accounts for the differences in the ability of retaining the 
linguistic structures between the two groups over a long period of time. 
5.3 Input Saliency, Uptake, Noticing and Long-term Memory 
After providing detailed discussion about each research question, the section 
below aims at providing an overall picture about the relationship between saliency of 
linguistic input, responses to the input, noticing to the input, as well as the long lasting 
effect induced by the input on language advancement. 
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5.5.7 Input Saliency vs. Noticing 
In the SLA literature, ‘noticing，is a very important term for accounting the 
process of language acquisition. However, the term 'noticing' itself is an abstract term 
that comprises of many different definitions. Schmidt (1990) disassociates ‘noticing， 
from 'metalinguistic awareness', or 'rule understanding'. From his point of view, 
'noticing' is necessary for converting the linguistic input into intake, and is the most 
crucial factor for learning to take place. Tomlin and Villa (1994) identified ‘noticing， 
as detection within selective attention is responsible for encoding in memory, and 
therefore is the attentional level at which learning must begin. Robinson's further 
identified Schmidt's 'noticing' as "detection plus rehearsal in short term memory" 
(Robinson, 1995, p. 296), prior to encoding in long term memory. However, he 
suggests a higher level of noticing, that is, conscious awareness in the working 
memory, is essential for the rehearsal mechanism to take place and facilitate 
restructuring in long-term memory (Robinson, 2003). 
As "noticing" of the linguistic input is very essential for learners to convert the 
input into intake, thus leading to language acquisition, it is very important for teachers 
to ensure that their input is being noticed by the learners during the course of teaching. 
Whether recast, as one type of implicit negative input, can be noticed by the learners 
during the task-based interaction has been debated over the recent years. From his 
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classroom observational studies, Lyster (1997，1998，and 2002) argued against the 
acquisitional potential of recasts in accord with their low rate of eliciting students' 
repairs or modification. He argues that as students do not give responses to teacher's 
recasts, they may fail to notice they are really being corrected and uptake the target 
structure. On the other hand, others (Farrar, 1990; Long et al., 1998; Nelson, 1987; 
Saxton, 1997) claim that recasts are effective in the sense that they simultaneously 
provide information about what is and what is not acceptable as the incorrect and 
correct utterances are juxtaposed, which allows the learners to compare the two forms 
side by side. Leeman (2003) even defines recasts as one type of 'positive evidence 
with enhanced saliency' as the difference between the non-target structure and the 
target structure is more enhanced due to the juxtaposition of the two utterances. Some 
even suggested (Doughty and Varela, 1998; Long, 2007) that 'focused recasts', or 
‘recasts with enhanced saliency' can solve the problem of ambiguity of recasts as the 
enhanced saliency can be more effective in drawing students' attention. 
Since learner's noticing of input is very important for maximizing the 
acquisitional potential of the input, examining whether the linguistic has been noticed 
by the learners during the task-based interaction becomes an important issue. 
However, as mentioned in the literature review in section 2.7, it is very difficult to 
operationalize 'noticing'. Many (Lyster, 1997，1998，2002) have suggested using the 
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rate of uptake, that is, the rate of repair and the rate of needs-repair as a measurement 
of learners' noticing of recasts; however, it has been shown problematic. Learners 
actually show a lot of paralinguistic signs such as nodding, opaque facial expressions 
that are hardly identified by teachers whether the learners notice the corrected 
structures. In fact, even if learners are silent and give no response to the recast, there 
still can be a possibility that the learners are aware of the recast. Some of the 
researchers have suggested using verbal report in which learners are asked to recall 
what the corrections are during the treatment. If learners can recall what the corrected 
structures are, this may indicate that they are highly aware of the linguistic input of 
recasts. Therefore, verbal recalling by the participants was also incorporated in the 
current study to further explore whether participants are able to utilize recasts. 
The current study has successfully shown that recasts itself is already quite 
effective in promoting language advancement, as shown from the results of the 
immediate post-test (See Discussion of Research Question 1). However, enhancing 
the saliency of recasts gives a stronger instant impact on language advancement. This 
can be accounted by the fact that enhanced saliency help draw students' attention to 
the difference between their non-target structures and the researcher's target structure. 
As they notice the linguistic input, the input can then be converted into the intake and 
encoded into their short-term memory. In fact, from their immediate verbal report 
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after the three-day treatments, it was shown that there were more participants (23 out 
of 29 participants) in the salient recast group who could successfully recall what 
linguistic structures the recasts are targeting, when compared to 12 out of 26 
participants in the non-salient recast group, which indicates that the extent of 
perceptual salience of the linguistic input plays a crucial role in promoting 
participants' noticing of the target structure and in helping learners convert the input 
of recasts into the intake. 
5.3.2 Input Saliency vs. Uptake vs. Noticing 
Previous studies (Lyster 1997, 1998, 2002) suggested that learners fail to uptake 
recasts via repetitions or modifications and de-values the acquistional potential of 
recasts. However, are learners' ways of responses to the linguistic input necessarily 
related to their successful intake of the input? Interestingly, in the current study, 
despite the fact that enhancing the saliency of recasts can help students intake recasts, 
enhanced saliency does not induce any great impact on students' responses to recasts 
when compared to non-salient recasts. Moreover, there is no correlation between the 
rate of uptake and the rate of improvement in the salient recast group. These draw a 
distinction between the 'uptake' and ‘intake，. For the salient recast group, students are 
able to convert the recasts into intake regardless of any types of responses being given, 
as enhanced salience recasts are already powerful enough for students to notice the 
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target structures. However, for the non-salient recast group, uptake of recasts becomes 
a very important indication of students' intake. As the target structures are not made 
salient, some participants may not notice every single instance of the input, and when 
they notice the recasts on some occasions, they repeat it. In fact, participants in the 
non-salient group who were able to recall the target structures also showed a higher 
mean rate of uptake (0.67 M) than those who could not recall the structures (0.28 M), 
which once again showed that for non-salient recast group, participants' responses are 
an important indication of their noticing of the target structures. What is more 
interesting is that the participants who can recall the corrected structures and show 
greater language advancement are those who show the higher rate of repairs during 
the course of conversation. In other words, for input that is not enhanced, the input 
itself may not be adequate for helping learners to notice and convert into intake; rather, 
some additional efforts paid by the learners such as repetitions of the recasts have to 
be accompanied by the input itself for students to convert the input into intake. 
5.3.3 Input Saliency vs. Input's Long-term Memory 
The last finding of the current study is the respective roles played by the different 
saliency of input in helping learners to retain the noticed input into their long-term 
memory. It is supposed as that enhanced saliency of the linguistic input may have a 
significant role in helping learners notice the linguistic input; it should then have a 
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similar crucial influence on helping learners retain the input into students' long-term 
memory. However, this is not the case in the current study. As shown in the results of 
the two-week delayed post-test, although the salient recast group still showed a 
significantly higher language performance in the delayed post test when compared to 
the pre-test, they also showed a significant regression. Surprisingly, the regression rate 
of the non-salient recast group is very low, with 0.0 IM rate of regression only. Here, 
it is highly possible that individual difference of the participants plays a more 
important role in encoding the input into long term memory. Participants in the 
non-salient recast group may be more consciously aware of the noticed input in their 
working memory, and this facilitates restructuring in long-term memory. In other 
words, 'noticing' the input is the most significant factor for generating an instant 
impact on converting input into intake at the time of learning, and the impact can be 
highly reflected in learners' immediate performance on the language task; however, it 
does not necessarily guarantee the success of retaining the information into long term 
memory. On the other hand, other factors such as individual difference in language 
processing, perhaps, play also significant role in retaining the noticed information in 
the long-term memory. However, this assumption should be further testified with the 




In sum, saliency of recast, learners' response to recasts, learners' noticing to 
recasts, acquisitonal potential of recasts, and the long lasting effect of recasts are far 
more complicated issue than what have been discussed so far in the SLA literature. 
Undoubtedly, learners' noticing of recasts is essential for the learners to utilize 
recasts to help them in language advancement. While enhancing the saliency of recast 
can help draw more learners' attention to recast, thus leading to greater language 
improvement, it does not have any impact on increasing learners' frequency of 
responses to recast. This can be accountable by the fact that learners' uptake are not 
necessarily an indication of learners' noticing of recasts. However, if the linguistic 
input is not salient or 'powerful' enough for learners to notice, learners' responses 
become a very important indication to show that they notice the existence of recasts. 
Although enhanced saliency of recasts has a strong, instant impact on learners' 
noticing of the target structures and the immediate language performance, itself alone 
may not be adequate to retain the noticed input into the long-term memory because 
other important factors such as individual difference in language processing in the 
current study also play an influential role in ensuring the stability of learners' 




PEDAGOGICAL IMPLICATIONS, LIMITATIONS AND SUGGESTIONS 
FOR FUTURE RESEARCH 
6.1 Introduction 
The current chapter is mainly divided into three main areas. The first area 
focuses on the pedagogical implications of the current study, which explores the 
potential advantages of incorporating the task-based teaching with the adoption of the 
enhanced salient recasts during the interaction in Hong Kong classroom contexts. The 
second area aims at providing a general discussion about the limitations of the current 
study, and lastly, suggestions for future research are provided in the last session. 
6.2 Pedagogical Implications 
This session aims at explaining the significance of conducting the current 
research for the ESL / EFL teachers in Hong Kong. Reasons will be provided to 
explain why it is important to incorporate salient recasts in task-based interaction in 
language teaching. 
Question formation in English is one of the most important but difficult linguistic 
structures for ESL learners in Hong Kong. It involves complicated grammar rules 
such as fronting, pseudo-inversion, copular / auxiliary / modal insertion. In Hong 
Kong, however, most ESL / EFL teachers attempt to adopt the traditional approach, 
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that is, grammar translation, which involves breaking down the structures into smaller 
units and then present them in sequence as models to the L2 learners, with 
occasionally ample exercises for learners to practise using the target structures in 
question formation. 
However, there is a growing consensus that traditional teaching approach is not 
working. Some advocate a new task-based approach of teaching English grammar, 
which is a teaching approach that attempts to "stipulate the language forms and 
associated meanings to be taught" (Ellis, 2006: 5). Skehan (1996) defines a task as an 
activity in which, meaning is primary, there is some sort of relationship to the real 
world, task completion has some priority, and the assessment of task performance is 
in terms of task outcome. Different from exercises or drills of traditional grammar 
teaching, tasks require learners to communicate using their own linguistic and 
non-linguistic resources. While traditional approaches to language teaching assume 
that learners need to be taught before they can communicate, task-based teaching 
assumes that learner best learn a language through communicating. Long (1996) 
proposed that learners benefit through participating in the negotiation of meaning, 
which offers opportunities for learners to 'focus-on-form' (Fonf) whereas at the same 
time taking part in the communication. Fonf during task-based interaction is often 
attempted through the provision of corrective feedback --- a term often used in 
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language teaching to imply any external feedback given to L2 learners to indicate 
learners' non-target-like use of the target language (Schachter, 1991). Through 
providing the corrective feedback, learners can be aware of the errors they have 
generated, but at the same time, the flow of the conversation is still retained. 
Therefore, incorporating tasks and interacting with learners to fulfill the task with the 
provision of corrective feedback is highly considerable for Hong Kong ESL / EFL 
teachers in Hong Kong to teach question formation in the future. 
However, there are several important factors that need to be considered before 
adopting the task-based teaching approach. First, the tasks have to be designed in 
accord with learners' current language standard. If the participants are not familiar 
with or even fail to understand the tasks at all, it is impossible for them to fulfill the 
task, and may not be able to attend to the target forms during the task completion. 
Second, the selection of the target structure also needs to be ready for learners to 
acquire (Pienemaim, 1984, 1987). Taking question formation as an example, it is 
impossible for learners to acquire stage- six questions when they are actually at 
stage-four only because they are not at the right stage of development. Lastly, it is 
also very important for teachers to consider the types of feedback they deliver to the 
learners during the interaction. It was shown that one of the most common corrective 
feedbacks delivered by teachers is recasts (Lyster, 1887，1998 and 2000). However, 
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the role of recasts in drawing learners' noticing to the target structures is also doubted 
by people due to their ambiguity to both learners and teachers as well as their low rate 
in eliciting learners' responses. 
One of the suggestions provided by applied linguists to disambiguate the role of 
recasts during task-based interaction is by enhancing its saliency (Doughty and Varela, 
1998; Long, 2007). The current study adopted the enhanced salient recast during the 
task-based interaction between the interlocutor and participants, and successfully 
revealed that enhancing saliency of recasts helped increase learners' noticing to the 
target structure, which in turn leads to a higher language performance when compared 
to the non-salient recast group. The current study also reveals another important 
finding: learners' responses to recasts are variable and highly dependent on individual 
preferences. Some learners prefer nodding or keeping silent whereas some prefer 
repeating the recasts. There is no relationship between the saliency of recasts and 
learners' types of responses; nor between the learners' type of responses and degree of 
improvement in their language performance as long as the recasts are salient enough 
for learners to notice. 
In conclusion, the results of the current study implies that for teachers who 
would like to incorporate task-based teaching approach in the future, enhancing the 
saliency can be one of the best solutions to disambiguate the role of recasts, which in 
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turn maximizing their acquisitonal potential for the learners. Moreover, teachers 
should be still confident in the potential benefits induced by enhanced salient recasts 
on language learning even though learners show limited verbal responses to their 
corrections. 
6.3 Limitations of the Current Study 
There are several limitations of the present study: 
First, due to the time constraint and the fact that the current study mainly aims at 
examining the relative impact of different saliency of recasts on language 
advancement, the present study has not included a control group; however, the 
researcher has tried to avoid any undesirable external factor such as teacher's 
instruction of question formation during the treatment period. It is suggested that a 
control group should be included to make the findings of the current study more 
convincing. 
Second, the sample size of the present study is fifty-five only, which is 
considered relatively small statistically. It is believed that a larger sample size can 
enhanced the significance of the results and the overall reliability of the study. 
Moreover, the setting of the current study is not a naturalist classroom setting. 
Therefore, the current may not be able to give a full reflection of the real situation 
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when incorporating the present teaching approach into the naturalistic classroom 
settings. 
Lastly, it is difficult to operationalize 'noticing'. The use of the technique of 
verbal report may not be the most reliable measurement of students' noticing to the 
target structures. Some students may just unable to recall the corrected structures 
verbally, but they indeed have been aware of the corrected structures. For example, 
one of the participants showed their disability of recalling the corrected structure 
despite his good performance in the immediate post-test: 
Researcher: Were you aware of the being corrected during the three-day treatments? 
Participant: Yes... 
Researcher: What kind of sentence structures were corrected just now? 
Participant: (silent) 
Researcher: So you can't recall what structures were being corrected? 
Participant: It's hard to recall.. .but I just know what they are... 
Indeed, the participant's awareness of the target structures were reflected in his 
high scores of the immediate post-test, which shows that the failure of recalling the 
corrected structures does not necessarily indicate that the student has not noticed them. 
It is recommended to adopt a stimulated recall approach by video-taping the treatment 
sessions and asking learners to recall their thinking process when watching the video. 
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6.4 Suggestions for Future Research 
Question formation was selected as the target structure in the current study, and it 
was found that recast played a significant role in helping learners advance in their 
developmental stage of question formation. It will also be worthy to examine whether 
recasts induce the similar impact on improvement of learners' language performance 
in other areas such as pronunciation, vocabulary acquisition, or tense consistency. 
It was revealed that some paralinguistic signs such as nodding or puzzling looks 
were also given as common responses to recasts by Hong Kong students in the current 
study. However, the implied meanings of these paralinguistic signs are often very 
ambiguous to teachers: Do these signs indicate that the learners are aware of the 
existence of recasts, or are they just simply some unconscious reactions of learners? 
In future, it will be interesting to explore the relationship between these paralinguistic 
signs and learners' noticing of recasts by adopting the technique of stimulated recall. 
Lastly, it was demonstrated in the current study that enhancing noticing did have 
a strong positive influence on the instant improvement in learners' language 
performance; however, whether the noticed information can be restructured and 
retained in the long-term memory are highly dependent on other factors such as 
individual differences in language processing. Robinson (1996, 1997) has revealed 
that learners' language aptitude possesses different correlations with the immediate 
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language performance and the delayed post test performance. Therefore, it is 
significant for researcher to further examine the relationship between learners' 
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Pre - Test (Stage 4) 
You are a trainee counselor. Your job is to interview people who have problems 
and to collect information for your supervisor. Below are the tips of the questions. 
Remember to use suitable question words for forming the questions! 
1. Name 
Ans: My name is 
2. Age 
Ans: I am years old. 
3. Class 
Answer: I am in Class . 
4. Problem 
Ans: My problem is . 
5. Duration of the problem 
Ans: I have had this problem for years. 
6. Sad? 
Ans: Yes / No, I am / am not sad now. 
7. Solutions? 
Ans: Yes / No, I have / have not thought of solutions. 
i 
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8. Told your family? 
Ans: Yes/ No, I have / have not told my family. 
9. Asked for help from friends? 
Ans: Yes / No, I have / have not asked for help from my friends. 
10. Have any other questions? 
Ans: Yes / No, I have some / have no questions. 
Pre-Test (Stage 5) 
You want to join the video club in your school. You want to ask your friend, who 
is an active member in the club about his / her habits of borrowing the videos and his / 
her opinions about the club. Below are some questions for you to ask the questions: 
1. What club ？ 
Ans: I joined club. 
2. How much ？ 
Ans: I paid $ to join a club. 
3. How often ？ 
Ans: I usually borrow videos a week. 
4. How many videos every time? 
Ans: The club allows me to borrow videos every time. 
5. If you return the video late, how much ？ 
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Ans: I have to pay $ per each late return 
6. What kinds of video ？ 
Ans: The club has • 
7. What other kinds of activities ？ 
Ans: The club also holds • 
8. How long ？ 
Ans: The membership lasts for years. 
9. What if I want to join the club? 
Ans: You need to fill in if you want to join a club. 
10. What club beside this video club. 
Ans: I suggest the club. 
Pre- Test (Stage 6) 
You are a trainee of the Tourism Board. Your supervisor has asked you to 
interview some tourists to collect their opinions about HK. Below are some tips for 
you to ask the questions. 
參 Please ask the following questions with 'Could you tell me...?' 
1. Age (how old) 
Ans: I am years old. 
2. Country/from? (Which) 
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Ans: I am from • 
3. How long •？ 
Ans: I have stayed in Hong Kong . 
4. Interest (What) 
Ans: I am interested in . 
5. Your companies? (Who) 
Ans: My companies are _• 
6. When last time? 
Ans: I came to Hong Kong . 
7. Why again this time? 
Ans: I come to Hong Kong because . 
8. Where ？ 
Ans: I have gone to . 
9. Which part of Hong Kong ？ 
Ans: I like most. 
10. Opinions on Hong Kong people and weather? (What) 
Ans: I think HK people are and HK weather is 
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Post-Test (Stage 4) 
You are a trainee of the Tourism Board. Your supervisor has asked you to 
interview some tourists to collect their opinions about HK. Below are some tips for 
you to ask the questions. 
1. A student? 
Ans: Yes / No, I am / am not a student. 
2, Country/from 
Ans: I am from . 
5. Come to Hong Kong before? 
Ans: Yes / No, I have / have not come to Hong Kong before. 
4. Duration in Hong Kong 
Ans: I have stayed in Hong Kong . 
5. Interest 
Ans: I am interested in . 
6. Your companies 
Ans: My companies are • 
7. The air-pollution in Hong Kong: poor? 
Ans: Yes / No, the air-quality in HK is / is not . 
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8. Weather in Hong Kong 
Ans: The weather in HK is like . 
9. People in Hong Kong: friendly and polite? 
Ans: Yes / No, People in HK are / are not friendly and polite. 
10. Come again? 
Ans: Yes / No, I will / will not come again. 
Post-Test (Stage 5) 
You are a trainee of the Tourism Board. Your supervisor has asked you to 
interview some tourists to collect their opinions about HK. Below are some tips for 
you to ask the questions. 
1. Which country ？ 
Ans: I come from . 
2. What j ob do in your country? 
Ans: l a m a in my country. 
3. Who ？ 
Ans: I come to Hong Kong with . 
4. How long in Hong Kong? 
Ans: I stay in HK for . 
5. When last time? 
Ans: I came to Hong Kong . 
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6. Why ？ 
Ans: I choose to come to Hong Kong again this time because 
7. Which place ？ 
Ans: I went to . 
8. Which part of Hong Kong ？ 
Ans: I like most. 
9. Which part of Hong Kong ？ 
Ans: I want to go to . 
10. What of Hong Kong people and weather? 
Ans: I think HK people are and HK weather is 
Post Test (Stage 6) 
You are a detective. Last night, a 20-year-old boy was killed in XXX disco. You 
are now asking the victim's sister questions. Below are some tips for you to ask the 
questions. 
參 Please ask the following questions with 'Could you tell me...?， 
1. Name (What) 
Ans: My name is . 
2. Age (How Old) 
Ans: I am years old. 
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3. Job (What) 
Ans: l a m a 
？ 
4. Where “ 
Ans: I live in 
5. Where 
last night. 
Ans: I went to 
？ 
6. Who “ 
Ans: I went with 
？ 
7. What 
Ans: I saw ‘ 
8. What clothes 
Ans: The girl wore 
do after seeing the scene? 9. What 
after seeing the scene. 
Ans: I 
10. Phone number? (What) 
Ans: My phone number is — 
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Delayed Post Test (Stage 4) 
You are a detective. Last night, a 20-year-old boy was killed in XXX disco. You 
are now asking the victim's sister questions. Below are some tips for you to ask the 
questions. 
1. Name 
Ans: My name is . 
2. Age 
Ans: I am years old. 
3. Job 
Ans: My job is . 
4. Relationship with family 
Ans: The relationship with my family is . 
5. Place you were last night at 9 p.m. 
Ans: I was at last night at 9 p.m. 
6. Have quarreled with brother recently? 
Ans: Yes / No, I have / have not quarreled with my brother recently. 
7. Have ever gone to XXX Disco before? 
Ans: Yes / No, I have / have not gone to XXX Disco before. 
8. School result 




Ans: My interest is . 
10, Phone number 
Ans: My phone number is • 
Delayed Posttest (Stage 5) 
You are a detective. Last night, a 20-year-old boy was killed in XXX disco. You 
are now asking the witness questions. Below are some tips for you to ask the 
questions. 
1. How ? 
Ans: People called me . 
2. Which district ' 
Ans: I live in . 
3. Where last night? 
Ans: I went to 1 肪t night. 
4 ^ y this disco to dance? 
Ans: I chose this disco to dance because • 
5. When ——？ 
Ans: I arrived at . 
6. What ？ 
Ans: I saw 
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7. What and what 
? 
Ans: The girl wore 
and she said . 
8. What do after seeing the scene? 
Ans: I after seeing the scene. 
9. Why 
if you haven't done anything wrong? 
Ans: I had to run away because • 
10. Why ？ 
Ans: I decided to call the police because 
Delayed Post Test (Stage 6) 
You are the Prefect of Discipline of a school. Recently, many students have been 
reporting missing things at school. The principal has asked you to do a survey of the 
loss item on school premises, so that some action can be taken to prevent this from 
happening. Below are some cues for you as ask questions. 
參 Please ask the following questions with 'Could you tell me...?' 
1. Anything lost? (Whether) 
Ans: Yes / No, I have / have not. 




3. When ？ 
Ans: I lost my item during 
4. Where ？ 
Ans: I lost my item in 
5. Expensive? (Whether) 
Ans: Yes / NO, it is / isn't. 
6. Value of the loss item (How much) 
Ans: 
7. The characteristics of the loss item (What) 
Ans: 
8. Search for it (Whether) 
Ans: Yes / No, I have / have not. 
9. Report to the teacher? (Whether) 
Ans: Yes / No, I have / have not. 
10. Name and contact number (What) 





“Who Am I，(Stage 4) Day One 
/• Age 
Ans: I am years old. 
2. Hobby 
Ans: My hobby is • 
3. Born 
Ans: I was bom in . 
4. Gender 
Ans: I am a . 
5. Job 
Ans: My job is . 
6. Fat? 
Ans: Yes / No, I am quite . 
7. Tall? 
Ans: Yes / No, I am . 
8. Hair: Long/Short? 
Ans: Yes / No, my hair is . 
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9. Have any wife /husband? 
Ans: Yes / No, I have / don't have any . 
10, Any children? 
Ans: Yes / No, I have / have not got any children. 
‘Who Am I，(Stage 5) Day One 
1. Which country ？ 
Ans: I come from . 
2. When ？ 
Ans: I got married in . 
3. Who ？ 
Ans: I got married to . 
4. How many ？ 
Ans: I have children. 
5. What ？ 
Ans: I usually like to . 
6. What word ？ 
Ans: I want to choose ‘ 'to describe my marriage. 
7. What to solve the problem? 
Ans: I chose to to solve the problem. 
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8. Why ？ 
Ans: I divorced because • 
9. Why _? 
Ans: I died because of . 
10. Where before you died? 
Ans: I stayed in before I died. 
“Who Am I，(Stage 6) Day One 
• Please ask the following questions with 'Could you tell me...?' 
L Age (How Old) 
Ans: I am years old. 
2. Hobby? (What) 
Ans: My hobby is . 
3. Bom (Where) 
Ans: I was bom in . 
4. Gender? (What) 
Ans: I am a . 
5. Job? (What) 
Ans: I am a . 
6. Fat/Thin? (Whether) 
Ans: I am quite . 
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7. Tall/Short? (Whether) 
Ans: I am . 
8. Hair: Long/Short? (Whether) 
Ans: My hair is . 
9. Any wife / husband? (Whether) 
Ans: Yes / No, I have / don't have any . 
10. Any children? (Whether) 
Ans: Yes / No, I have / don't have any . 
Picture Difference (Stage 4) Day One 
1. The number of flies 
Ans: There are flies. 
2. The spelling of ‘catch' 
Ans: The spelling of 'catch' is . 
3. The direction of Shakespeare，s eyeballs 
Ans: The direction of Shakespeare's eyeballs is . 
4. The shape of the pen in the ink box 
Ans: The shape of the pen in the ink box is • 
5. The color of the bin 
Ans: The color of the bin is . 
xvi 
Appendix xvii 
6. The thing beside Shakespeare，s foot 
Ans: The thing beside Shakespeare's foot is . 
7. The number of rows of nails in the side of the table 
Ans: There are rows of nails in the side of the table. 
8. The shape of the hole in the shoes 
Ans: The shape of the hole in the shoes is . 
P. Ink in the bottle? 
Ans: Yes / No, there is / isn't . 
10, The number of eyebrows above Shakespeare's eyes. 
Ans: There are eyebrows. 
Picture Difference (Stage 5) Day One 
1. How many bags ？ 
Ans: The man holds bags. 
2. What on his head? 
Ans: The man puts on his head. 
3. What do? 
Ans: The man . 
4. How many eyes ？ 
Ans: The horse has eyes. 
xvii 
Appendixxviii 
5. What ？ 
Ans: The woman wears — • 
6. What ？ 
Ans: The boy uses to roll the circular wire. 
o 
7. How many buttons . 
Ans: The woman has buttons on her shirt. 
o 
8. How many shoelaces . 
Ans: The woman fastens shoelaces on her 
shoes. 
9. What � 
Ans: The man wears . 
10. How many legs ？ 
Ans: The bird has legs. 
Picture Difference (Stage 6) Day One 
參 Please ask the following questions with 'Could you tell me...?' 
Cf 
1. How many bags . 
Ans: The man holds bags. 
2. What ？ 
Ans: The man puts on his head. 
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3. W h a t _ _ _ _ _ _ _ _ _ "do? 
Ans: The man —“ 
? 4. How many eyes . 
Ans: The horse has eyes. 
9 5. What . 
Ans: The woman wears • 
. 7 
6. What 
A Tt^  u � to roll the circular wire. Ans: The boy uses 
7 7. How many buttons — . 
Ans: The woman has buttons on her shirt. 
9 8. How many shoelaces . 
• rM r ‘ shoelaces on her Ans: The woman fastens 
shoes. 
9. What • 
Ans: The man wears • 
7 10. How many legs • 
Ans: The bird has legs. 
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Who Am I (Stage 4) Day Two 
1. Sex 
Ans: I am a • 
2. Age 
Ans: I am years old. 
5. Country 
Ans: I am from . 
4. Talent 
Ans: My talent is • 
5. Recognize you 
Ans: People can recognize me from the • 
6. Girlfriend 
Ans: My girlfriend is 
7. Best friend 
Ans: My best friend is . 
8. Famous? 
Ans: Yes / No, I am / am not famous. 
9. Real person or Cartoon Character? 
Ans: I am a real person / cartoon character. 
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10. Have killed anyone before? 
Ans: Yes / No, I have / have not killed anyone before. 
‘Who Am I，(Sta^ e 5 � D a v Two 
1. What food ？ 
Ans: I like to eat • 
7 2. What animal 
Ans: I hate • 
. 7 3. How many siblings —. 
Ans: I have ‘ 
9 4. Which year • 
Ans: I come from ‘ 
9 5. Which country . 
. … J . before I come. Ans: I stayed m 
6. Why 
Ans: I want to come to the past because 
7. Who ‘ 
Ans: I need to help • 
? 8. What . 
Ans: I help my master to 
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9. Who — ？ 
Ans: My master likes • 
10. How to the future? 
Ans: I return to the future by • 
‘Who Am I，(Stage 6) Day Two 
參 Please ask the following questions with 'Could you tell me...?' 
1. What food ， 
Ans: I like to eat . 
2. What animal ？ 
Ans: I hate • 
3. How many siblings ？ 
Ans: I have • 
4. Which year ？ 
Ans: I come from • 
5. Which country ？ 
Ans: I stayed in before I come 
6. Why to the past? 
Ans: I wanted to come to the past because 
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7. Who ？ 
Ans: I need to help • 
8. How your master usually? 
Ans: I help my master by . 
9. Who ？ 
Ans: My master likes . 
10. How to the future? 
Ans: I return to the future by . 
Picture Difference (Stage 4) Day Two 
L Things in the sky 
Ans: are in the sky? 
2, Number of stars in the sky 
Ans: There are stars in the sky. 
3. The position of the cloud 
Ans: The cloud is between 
4, Number of birds 
Ans: There are birds. 
5. Anyone beside the boy? 
Ans: Yes, there is beside the boy. 
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6. The boy: happy? 
Ans: Yes / No, the boy is / is not happy. 
7. Number of trees 
Ans: There are tree. 
8. Anything on the tree? 
Ans: Yes, there are on the tree. 
9. Animal under the tree 
Ans: is under the tree. 
10. Number of flowers on the grass 
Ans: There are flowers on the grass. 
Picture Difference (Stage 5) Day Two 
1. What subject ？ 
Ans: The teacher likes to teach —• 
2. What ？ 
Ans: The teacher says . 
3. What ？ 
Ans: The teacher wants to write on the board. 
4. What ？ 
Ans: The teacher holds in her hand. 
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5. Where ？ 
Ans: The teacher wears the necklace on . 
6. What ？ 
Ans: Student 1 drinks • 
7. What � 
Ans: Student 2 . 
8. Who ： ？ 
Ans: Student 3 and 4 talk about • 
9. Who ？ 
Ans: The man shouts to call • 
10. How many books ？ 
Ans The man holds . 
Picture Difference (Stage 6) Day Two 
參 Please ask the following questions with 'Could you tell me...?' 
人 The number of flies (How many) 
Ans: There are flies. 
2. The spelling of ‘catch, (What) 
Ans: The spelling of ‘catch, is . 
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3, The direction of Shakespeare，s eyeballs (What) 
Ans: The direction of Shakespeare's eyeballs is . 
4, The shape of the pen in the ink box (What) 
Ans: The shape of the pen in the ink box is . 
5, The color of the bin (What) 
Ans: The color of the bin is . 
6, The thing beside Shakespeare，s foot (What) 
Ans: The thing beside Shakespeare's foot is 
7, The number of rows of nails in the side of the table (How many) 
Ans: There are rows of nails in the side of the table. 
8, The shape of the hole in the shoes (What) 
Ans: The shape of the hole in the shoes is . 
9, Ink in the bottle? (Whether) 
Ans: Yes / No, there is / isn't 
10, The number of eyebrows above Shakespeare's eyes, (How many) 
Ans: There are eyebrows. 
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Who Am I (Stage 4 � D a y Three 
1. Male? 
Ans: Yes/ No, I am / am not a male. 
2. Good at 
Ans: I am good at . 
5. Interest 
Ans: I am interested in ！ • 
4. Job 
Ans: My job is • 
5. Place of birth 
Ans: I was bom in . 
6. Nationality 
Ans: My nationality is . 
7. Rich? 
Ans: Yes / No, I am / am not rich? 
8. Dead? 
Ans: Yes / No, I was / was not dead already. 
9. Age when you were dead 
Ans: I was years old when I was dead. 
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10, Anything invented? 
Ans: Yes / No, I have invented a ~ . 
Am T，fSfa^ P Day Three 
？ 
1. Where . 
Ans: I lived in 
? 
2. Why . 
Ans: People liked to follow me because . 
7 
3. Why 
Ans: I died because 
? 4. How many disciples “ 
T, , disciples. Ans: I had — 
5. What before you died? 
T 1 J , before I died. Ans: I struggled to say 
6. What to help people? 
Ans: I had to to help people. 
9 7. Who 
« Ans: I married 
？ 
8. Which disciples " 
most. Ans: I liked 
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P, with? 9. Who 
Ans: I fought with • 
10. How many days - _ 金 you died? 
Ans: I arose days after I died. 
Who Am I (Stage 6 � D a y Three 
參 Please ask the following questions with ‘Could you tell me...?' 
1. Sex (What) 
Ans: I am a • 
2. Age (How old) 
Ans: I am years old. 
3. Country? (What) 
Ans: I am from . 
4. Good at? (What) 
Ans: I am good at • 
5. Your job? (What) 
Ans: I am a ‘ 
6. Girlfriend (Who) 
Ans: My girlfriend is • 
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7. Best friend (Who) 
Ans: My best friend is • 
8. Famous? (Whether) 
Ans: Yes / No, I am / am not famous. 
9. Real person? Cartoon Character? (whether) 
Ans: I am a real person / cartoon character. 
10. Have killed anyone before? (Whether) 
Ans: Yes / No, I have / have not killed anyone before. 
Picture Difference (Stage 4) Day Three 
7. Shape of the window 
Ans: The shape of the window is . 
2, Any curtain on the window? 
Ans: Yes / No, there is / is not (any) curtain on the window. 
3. Things outside the window 
Ans: are outside the window. 
4, Shape of the table 
Ans: The shape of the table is . 
5. Shape of the vase 
Ans: The shape of the vase is . 
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6, Anything in the vase? 
Ans: Yes / No, there is in the vase. 
7, Thing on the table beside the vase 
Ans: Beside the vase, is on the table. 
8, Thing under the table? 
^ g . is under the table. 
9, Number of books on the shelf 
Ans: There are on the shelf. 
10, Person walking to the table 
^s； is walking to the table. 
Picture Difference (Sta^e 5 � D a y Three 
1. Who ？ 
Ans: The woman argues with . 
2. What ？ 
Ans: The woman says • 
3. What ？ 
Ans: The woman holds in her left hand. 
4. Where ？ 
Ans: The woman places her right hand . 
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9 5. What clothes . 
Ans: The woman wears —' 
6. What accessories onh红 iicck了 
Ans: The woman has � n her neck. 
7. How many buttons on her clothes? 
Ans: The woman fastens buttons on her clothes. 
8. What ： at the woman? 
Ans: The lady throws at the woman. 
9. What do? 
Ans: The little boy . 
10. Why • 
Ans: The little boy keeps on crying because 
Picture Difference (^tape 6 � D a v Three 
參 Please ask the following questions with 'Could you tell me...?' 
1. Who ？ 
Ans: The woman argues with • 
2. What ？ 
Ans: The woman says . 
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3. What ？ 
Ans: The woman holds in her left hand. 
4. Where ？ 
Ans: The woman places her right hand ’ 
9 
5. What clothes . 
Ans: The woman wears . 
6. What accessories on her neck? 
Ans: The woman has on her neck. 
7. How many buttons . on her clothes? 
Ans: The woman fastens buttons on her clothes. 
8. What at the woman? 
Ans: The lady throws at the woman. 
9. What do? 
Ans: The little boy —' 
10. Why • 
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